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ABSTRACT ' 

Issues confronting state agencies in planning for 
lifelong learning are reviewed. In considering the providers of 
education, attention is directed to relationships within formal 
education structures, as well as relationships between higher 
education and business/industry, professional associations and labor 
unions, and community organizations. Three questions concerning 
access are addressed: the current participation of adults in adult- 
education, barriers t6 participation, and extending educational 
opportunities to adults. In discussing quality assurance, attention 
■IS directed to programs and" procedures that offer degrees or academic 
^credit. Also of concern is the question of why state officials, 
particularly governors, are interested in the preparation of workers, 
the types of programs that are believed to aid the economy through 
education and training of adults, and approaches states can take to 
provide the private sector with a skilled work force. Five policy 
questions are also addressed: enhancing productivity, product life 
cycle theory, technology and job skills-, dual labor markets, and 
education beyond skill training. A framework. for considering state 
roles is also discussed. Information on New York State goals for 
adult learning services by the year 2000 is appended, along with a 
bibliography. (SW) 
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FOREWORD 



The ERIC Clearinghouse on Higher liducation and the 
Association loathe Study of Higher Education are grateful 
to the Kellogg Foundation for providing the support that 
allowed for the publication of this special expanded issue of 
the ASHE-JiRIC Higher Education Research Report Scries. 
Normally these reports are kept to approximately 100 pages 
in order to provide a comprehensive, yet succinct review and 
analysis of a major issue concerning higher education. 
However, because of the importance of adult learning to the 
future of higher education, it was decided that for this one 
issue the length limitation would be lifted in order to fully 
cover the analyses conducted by K. Patricia Cross, Chair of 
Administration, Planning, and Social Policy at Harvard 
University and Anne-Marie McCartan, Project Director of 
the Transfer Opportunities Program at Roxbury Community 
College, 

As reported in a recent issue of Higher lulucation and 
National Affairs (6/ 18/84), from 1972 to 1982 the 
participation of adults between 25 and 34 years old increased 
in academe by 69.8 percent, and of the population over 35 
years old by 77.4 percent. Reasons for these increases have 
been well articulated in scholarly journals and in the general 
press. One new development is a heightened awareness by 
public officials of the relationship between higher education, 
adult learning, and the economy of the state or locale. This 
realization is causing more interest, participation, and 
control at the state level. 

A major issue that undergirds this report is the question of 
leadership. Because of the importance of adult learning to 
the state, both the state legislative and executive branches 
have a responsibility for setting policies. But because the 
actual learning activities occur at the institutional level, 
institutions must not only implement the state policies but 
ensure that they areYealistic and productive. Hence the 
leadership responsibility in adult learning needs, to be a 
shared one, with institutions being both reactive as well as 
proactive in esvablishing a positive, effective climate for adult 
learning. 

Jonathan D. Fife . 

Series Editor 

Professor and Director 

ERIC Clearinghouse on Higher Education 

The George Washington University 
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KXECUTiyi: SUMMARY 



Acliili cchic!\lioii is ihc most rapitlly growing scgiiKMii In all 
ediicaiion, increasing hy U7 pcrccni hciwccn l')78 anO 
1981. Only ahoiil hairorihc growth can he attributed 4o , 
larger numbers of adults in the population; the remaining 
hair is attributed to the increased need and desire of adults ^ 
tocontinue learning. In IMHUhe National Center lor lidu-* 
cation Statistics (fjcliS) estimates that 21 million adults 
participated in some organi/.ed educational activity. 

In some states, participation by adults in educational 
activities is high even in the absence of comprehensive 
^ planning and initiatives Tor lirclong learning per sc, These 
states would point to years of generous si'ipport lor public 
education, easy access to educational institutiojis like com- 
munity colleges, anil relatively low tuition as important 
reasons wliy^ they are moving toward a^Lcarning Society. 
Other states' have adopted goals and initiated ciTorls specifi- 
cally intended to enhance learning opportiFnitics For adults 
in the state. In still another group ol' states, adults are not 
participating in great numbers and no comprehensive plan- 
ning and goal setting arc taking place. 
Yet a review ol' a wide assortment oF slate documents 
/indicates that, no matter what the level ol" participation or 
extent or planning and yoal setting, states are being con- 
fronted with issues related to the increased presence of 
'. adults as learners. These issues can be grouped under lour 
' overarching concerns: providers, access, quality assur- 
ance, and'cconomie revitalization. 



In 1981.:. 
21 million 
adults 

participated in 
some . ^ 
organized 

* edUcatioml ' 
activity. 



Providers 

An increasing number and variety of providers are.oirering 
opportunities Ibrjearning to adults. In 1981 , 46 percent or 
all courses taken by adults were provided by nonsehools— 
for example, business and industry, labor and prolessional 
associations, government agencies, and community organi- 
zations. Most states, however, have only the vaguest idea 
about the educational opportunities available to adults. 
They. could profU fi'om more inlbrmatio^ to determine 
what is distinctive about the mi.ssions or the various pro- 
viders, the extent or overlap, whether competition I'Or 
adults is constructive or destructive, and which segments 

of the population arc being served. 
States have become involved in issues eonccrning rcla- 

tionships between providers u7///m the formal education 



Adult Learning 



sysicn\, Mosi stales have laken some steps to avokl iliipli* • 
cation and '•unfair*' eompetijion arising iVonrthe prolilcru- 
^ lion of olT-campus centers within llieir boiinclurics. Actions 
range from eollocting and Jlistributing information to insti- 
tutions in thcthopc.thal it will curb duplication, to curbing 
funding for olT-campus centers, Almost all states are mak- 
ing conscientious cflbrts to promote cooperation and col* 
laboration among schools and colleges at local levels. 
States are less involved in relationships between higher 
* cdiication and business and industry. The lint) between the 
training'' olTcred by employers anO the ^'education'' of- 
' A ^ fcrccfby colleges is becoming loss clear. States arc just 
beginning to address blurred and overlapping missions 
among the various provider?*. ' ^ 

^ Access - - 

* Ac'cess to postsccondary cducUtion for yi)ung people has 
long bccn a miyor concern of state ofTicials, but the gap 
between adults with little education and thoso who have- 
^ more and want still more continues to grow. A college 
graduate is five times asjikcly to participate in some form 
of organized instruction as a high school dropout. The 
reasons for this phcnomcnon^arc. complex, but states con- 
cerned with lowering barriers to adult education do have 
several options. 

. First, they can ofTer special programs for targeted sub- 
ipopulations that are perceived to '/need'' education. States 
"have been particularly active ip ofTcnng programs for adult 
illiterates or functional illiterates, non-English-speaking 
adults, adults served by vocational rehabilitation programs, 
and the elderly.* 

Second, they can help link potential learners with avail- 
able opportunities through establishing statewide informa- 
tion systems. Education information centers, originally 
authorized and funded by the federal government, arc be- 
ing maintained in some states despite the cessation of fed- 
eral funding. ^ 

Third, they can keep coslts low and support high'for of- 
ferings considered to benefit the public. Approaches in- 
clude low tuition at community colleges, financial aid pro- 
grams for part-time students, 'and significant state subsidy 
for courses deemed important for adults. 
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Fourili, siaics can Mippori ciToris lo lake cilucaiion lo 
learners in isolaicJ or unclcrscrvcci areas ihroiigh distance 
delivery meelmnisms. A lew slates arc involved in hill 
sponsorship of leleeomnnniieuiion delivery sysienis, hm 
most are simply providint? support services to institutional 
ciTorts. 

Quality Assurance ^ 

Many educators and policy makers are calling lor new 
forms of quality assessment Tor programs designed to serve 
the unique learning needs ol" adults. vSo fur, almost all of 
the attention to quality in adult programming has gone to 
programs or procedures that result in degree credit, partic- 
ularly ofl-campus programs. The question ''What is qual- 
ity?"'appears.to be straightforward and objective, when in 

.. Jact it is neither. Signilicantly, those involved most deeply 
\\\ the study of the problem arc somewhat more inclined to 
use llcxible language and recognize legitimate difVerences 
in on-campus and olT-campus programs than those who are 
just beginning,to look at the pro|>lcm. ^ 

As adults Increasingly use options for credit by taking 
examinations, by an assessment of experiential learning, 

■arid by taking courses ofTered by noncollegiate providers, 
states not already doing so will have to consider quality 
assurance in these nontraditional procedures. 

Ecoiiomic Rcvitalizatlon thnw^h Uducatioii 
The recent interest in revitalizing state economies through 
the development of human resources may prove to be one" 
of the most substantial boosts to adult education of all state 
nctivities. Efforts are especially focused on having an 
available labor pool armed with skills appropriate to ai- 
* iracting high-technology businesses and indusjry.' Adults 
have been the beneficiaries of many state-sponsored re- 
training programs, as today's workers are expected to con- 
siitute ovdr 90 percent of tKe nation's workforce in 1990. 

Support for job-training programs for displaced workers 
may result in lower unemployment rates and new busi- • 
nesses* entering a state. But some economists, manpower 
; . planners, and politicians are pointing out the need toHook 
? beyond program solutions to enactment o( policies (ov 
■ ■ industrial ami human development. Although it is generally 
\ acknowledged that the nature and structure oCthe nation's 
•> economy is changing, no consensus has been reached as to 
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just what these changes mean for educating and training 
America's workforce. 

State Roles , . ^ 
No attempt is made in this monograph to determine the 
most typical or common state reactions and concern^s 
about lifelong learning. How each state approaches issues 
highlighted in this report wil! depend on a number of fac- 
tors. For any of these issues, a state can take one of four 
generalized approaches. * 

The laissez-faire or hands-oflf. approach involves no slate 
intervention, either because the state has determined l^al 
free market forces should prevail or because the issue lias 
not yet needed resolution. 

Stales may choose to enhance adults' learning oppor- 
tunities by incour^ement. The slate provides no direct 
support, nor does ii seek to intrude iiV^o the activities of 
educational providers. Instead, it enga^s^in planning and 
goal setting, cbllectihgd promoting local cooperation, 
or establishing task forces. 1 

In some cases, stales justify intervention in-issues of. 
adujt education because of the slate's interest in efficient 
use of public resources and in protecting sluBents^againsl • 
fraudulent or shoddy educational practices. S.tales have 
sometimes chosen to delegate some responsibilities-for^ 
, coordination to the local level, but in other cases they seek 
,to retain that authority at the stajle level. 

Finally, in some instances stales decide to become dir 
rectiy involved jn supporting or providing adult learning 
services. It may be more cost-eflfective to offer a service 
statewide than locally, and it may result in the more equita- 
ble provision of services. 

Even without a systematic approach to determining 
prevalent stale roles, some general impressions result. 
Overall, encouragement seems^'to be the most^'common 
approach stales use in reacting to issues of adult education. 
Direct support and services are often used to promote ac- 
ces.s-and to initiate economic revitalizalion. A number of 
' slates have chosen intervention io deal with issues of edu- 
cational providers and quality assurance. The range of 
possible stale responses presented in this monograph may a 
be helpful to stale and educational leaders in thinking 
about appropriate stale roles in adult education. . 
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INTRODUCTION 



;in I976, lhe U.S; Congress passed ihc Lifelong Learning 
Acl (Title' 1-B of the 1976 Higher Educalix^n Amendments), 
which gave high visibility to the need ro0ifelong learning. 
In passing the act. Congress was affirming that: 

• The American people need UfeToni^ learning 1o enable 
them to adjust to social, techmdo^ical, political, and 
economic chan}ies. 

• Learning takes place through formal and informal 
instruction, throui^h educational proi^rams conducted 
by public and private educational and other institu- 
tions and organizations, throui^h- independent study, 
and through the efforts of business, industry, and 
labor. * - ■ 

• Planning is necessary at the national, state, and local 
: levels to assure effective use ofexistini^ resources in 

... li^htj)jlchan^in}iX^^^^ 

needs of the population. , ^ 

• American society should have as a i^oal the availahil- 
ity of appropriate opportunities for lifelon^i learning \ 
for all its citiz.ens without rci^ara to restrictions of 
previous education or training, [sex, ai^e, handicap- 
pin}^ condition, social or ethnic background, or eco- 
nomic circumstance (U.S. Department of Health, 
Education, and Welfare 1978, p. C-I). 

Very litUe money was actually appropriated, however: 
Inflation, unemployment, the budget, and a change in na- 
tional administrations combined to place the federal role in 
lifelong learning on the back burner in the .1980s. Yet de- 
spite the lack of federal initiatives, adult education has 
continued to growJ lndeed, it is the most rapidly growing 
segment in alLeducation, increasing by 17 percent between 
.1978 and I98I (NCES 1983). Only about half of the growth 
can be attributed to larger numbers of adults in the popula- 
tion; the remaining half is attributable to the increased 
need and desire of adults to continue learning. More than 
• ■ " - 

lAdult education, as defined'by the National Center for Education SPatis- 
. tics, refers to al! courses and organised educational activities, excluding 
- those taken by full-time students in programs leading to a high school di- 
/ ploma or an academic degree. It also excludes courses taken as.part of 
occupational training programs lasting six months or mpfe. Adults are de- 
fined as persons 17 years of age or older. 



half (60 percent) of all courses are taken, for reasons related 
to one's job (NCES 1983). The ovenwhelming numbers of 
participants are employed young adults between the ages • 
of 25 and 34, and the participa;tion rate is especially high 
among professionals serving the general public — 43 percent 
of health workers, 39 percent of physicians and dentists, 37 
percent of elementary and high school teachers. 

The reasons for the boom in adult education are many, 
and forces from different directions seem to be additive. 
t9 

• The demographic shift to an older population is plac- 
ing the baby boom in the age of greatest adult learning 
activity,'but it is also stimulating schools and colleges 
to seek new markets to replace the declining numbers - 
of young people in the population. Schojols and col- ; 
leges provide 54 percent of the courses taken by 
adults. 

• The knowledge explosion is creating new information - 
so rapidly that job skills and knovyledge are becoming 
obsolete in ever shorter periods of time. 

• Training and education programs in business and in- 
dustry are growing rapidly. In 1981 , nearly gne-fbifrth 
of all adult education courses were provide.d.by the 
employer, and employers were sources of funding, in 
full or in part, for 41 percent of the courses taken by 
men and 26 percent of those taken by women (NCES 

1983). . 

• Social mQvemM^nts for equal opportunities ia work and 
education are increasing the need, the motivation, and 
the opportunitiies for further education. Women are 
the most active adult learners of any subpopulation. 
At all age levels, educational-levels, and income lev- 
els, they exceed the proportion of male adult learners; 
54 percent of the courses they take are for job-related 
reasons (NGES 1983). Blacks and Hispanics aged 25 
to 34 are approaching the participation rate for the 
entire adult population, but minorities are still seri- 
ously unden\epresented in adult education. 

• The educational attainment of the populace is rising < 
and with it the demand for lifelong learning. A college 
graduate is mughly five times as likely to be partici- 
pating in adult education as a High school dropout 
(NCES 1983). Among persons 25 and older in 1981, 70 



percent were at least high school graduates, compared 
with only 55 percent in 1970. This sharj) increase re- 
sulted from the replacement of older, I6ss educated 
cohorts by younger, more educated cohorts plus the 
continued rise in high school completions— up from 74 
percent in 1 970 to 86 percent in 1981 for persons be- 
tween 25 and 34 years of age (U.S. Bureau of the Cen- 
sus 1982). For the most active age cohort of adult 
learners (25 to 34), the proportion with at least some 
college education grew from 30 percent to 45 percent 
in the single decade of the 1970s (U.S. Bureau of the 
Census 1982). , ' 

• Adult education is growing more rapidly among the 
elderly (which is also a rapidly growing proportion of 
the population) than among any other age group-ra 29 
percent increase in the three years from 1978 to 1981 
(NCES 1983). 

For all of these reasons, participation in adult education 
is growing without any sustained attention to it from the 
once-promising Lifelong Learning Act. If ad^ults are seek- 
ing education as never before, business and industry are 
supporting it as never before, and schools and colleges are 
pursuing it as never before, why should state policy 
makers concern themselves? One school of thought is Jhat 
as long as the free market seems to be doing so well, per- 
haps states and the federal government shoiMd stay out of 
it. Many state policy makers, however, ^f-r -ing it al- 
most impossible to remain detached from i phenome- 
nonT which promises to have a dramatic impact on equal 
opportunity, the quality and coordination of education, and. 
the economic future of the state. 

The forces that seem to be pulling states into some con- 
cern about planning for lifelong learning are in many cases 
the flip side of the reasons for.the growth of adult educa- 
tion. 

• If adult education becomes increasingly important to 
jobs and upward career mobility, what will happen to 
adults who do not participate (which seem to be the 
poor, t^e unemployed, the poprly educated, and mi- 
norities)? What is the state's obligation to ensure ac- 
. cess to equal educational and job opportunities? 
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• If the death of younger people in the population is 
causing schools and colleges and private entrepre- 
neurs to compete vigorously for the growing adult 
education market, what obligation does the state have 
to maintain quality and ensure consumer protection 
againiit exaggerated claims and poor educational qual- 
ity? 

• If the economic vitality of the state in the new techno- 
logical age deprnds on the development of human 
resources, hov^ will the state ensure that it is in a com- 
petitive position to attract industry to the state and 
that the state is developing the necessary human capi- 
tal for the future? 

• If adult learning is decentralized, uncoordinated, and 
diffused throughout a variety of agencies, can the state 
assist in avoiding wasteful overlap and destructive 
competition, and can communication and coordination 
make a more efficient system for providers and learn- 
ers?, ' , ■ 

States are beginning to address these issues, although 
there is no consensus among the states on which issues . 
related to lifelong learning are most important. (Perhaps 
the explanation is thai none of the literature tends tO co- v 
alesce opinions.) Few states have grappled with any com- 
prehensive planning on lifelong learning, and issues tend to 
emerge ad hoc iind appear fairly idiosyncratic state by 
slate. . 
' ' No state has developed a comprehensive policy on the -, 
provision of learning opportunity for adults that includes 
new institutional structures, new patterns' of institutional 
support, new student-aid policies, new academic ^^^^r^ 
vices, new academic policies— in achnissjons^cm^ 
fer. for example^;;;:<mdMew^^ comprehensive 

fortrrnjj'c^'dh^ with respect to lifelong learning. 

No state has developed an integrated set of policies that 
rei^ards the provision oflearnini^ opportunities jhr adult^ 
as an imperative state need andencoiwaj^es adult f^<tm'- 
ing as the cornerstone of such a policy (Jonsen 1978, p. 
3^2). 

Even today, only one state. New York, has developed a 
comprehensive set of goals for lifelong education in the 



year 2000 (see Appendix A), although most stales have 6y 
now grappled with policies in several of the areas Jonsen 
mentioned. 

The issue of lifelong learning encompasses, five broad 
areas related to providers* access, quality assurance, the 

e caD^mj_»Jiad jLtalejLalfis^i^^^ 



one of the remaining chapters in this monograph. The next 
four chapters open with examples of the types of questions 
confronting state officials. The -final chapter is an attempt 
to synthesize states* responses to the issues raised by the 
increased presence of adults as learners. 
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• How do slates tv'^olve ihe bailies for lurfbelwccn providers 
of adult-basic education? 

• Should a stale use a common rale of reimbursement tor all 
providers? ... 

• 'lb what lengths should states go to promote closer ties be- 
tween education and business^and industry? 



One ortbc reasons adult education has been growing with- 
lun any concerted ettbrl on the part of policy makers in 
state and federal government is that much of aduU educa- 
tion occurs outside the formal educational establishment of 
schools and colleges. In 1981, 46 percent of all courses 
taken by adults were provided by institutions other than 
schools— for example, business and industry, labor and 
professional associations, government agencies, commu- 
nity organizations. No one knows tor sure how fast the 
extraeducational sectoi* is growing or how extensiye U has 
become, but it is estimated that private and public employ-.- 
cp^i spend roughly, $30 billion a year on educational and 
training programs, and the federal government alone re- 
ported 33.3 million hours of training for its oyer 2 million 
civilian employees in 1979 (Craig and Evei-s 1981). 

The educ.ition work done outside ihe-formal school sys-^ 
tem has bejn called "the shadow educational system'^ 
because so little is known about it (Lusterman 1977). But it 
is now emerging from the shadows. The National Center 
for Education Statistics has recently annoiinced plans to 
add two new categories to its collection of information 
about. education: One will include employerrrelated,organi- 
zations like corporations and government agencies; the. 
other will include service-oriented orga:aizations like li- 
braries, museums, and professional associations (Chronicle 
^;//y/j[,'//i^>£f//K*r//fo/r25 May 1983). ' 

A growing number of stales are also beginning to .recog- 
nixe the. educational role of ^^other providers.' To date that 
/ecognition largely takes the form of collecting information 
about what is being offered by whom and offering ^'official 
encouragement'^ for providers at local levels to work to- 
gether. Only one state— New York— has a structure that 
accommodates most of the public:providers of educational 
services under one body, which. includes 721 public li- 
braries, 750 museums and historical societies, nine educa- 



tibnal television stations, and 44 Boards of Cooperative • 
Educational Services, as well as the continuing education 
prograirls of schools and colleges (Kurland 1983). 

Most planners, however, lace a vast array of providers, 
uncountedand uncoordinated by any central agency, 
types of [earning incliRic coec .skills (l^^ 
lUcracy or high school diploma), vocational skills, fwo-year 
or four-year undergraSiiate degrees, graduate or profes- 
sional postgraduate degrees, and continuing education. 
That learning can be provided by an array of organizations 
ranging from traditional ci^llcges and universities through 
vocational schools, labor unions, the armed services, pris- 
ons, museums, and religious organizations, to name jusl a 
few (Kurland, Purga, and Hilton 1982, p. 13). 

Table I gives vivid testimony to the diversity of adult 
education. No single agency provides more than a fifth of 
the courses taken by adults, and the formal school system 
provides just a little over half of all adult education courses 
(NCES 1982)— that vast system of noncredil courses and 
workshops ranging from adult basic education to Chinese 
cooking to advanced seminars for tax attorneys, rurlher. 
employers play a substantial roie in the education and 
training of adults, providing almost one-fourth of all adult 
education courses and contributing some funding for a 
third ofthe courses (NCES 1982). 

Most state officials have only the vaguest idea about the 
educational opportunities available to adults. At a niini- 
"^um» it seems that more information is desirable to deter- 
mine wliat^is distinctive about the missions cf the various 
providers, the ext^nt-otoy'erlap, v\^*ether competition for 
radult learners is constructiverorrdejitruclive, and v^'hich 
segments of the population arc being served:-TKe,seJssues 
lead to innumerable questions concerning the states' ap^^^— - 
prgpriate jolc in coordinating, regulating, medriiting, and 
funding the various lifelong learning options. 

Because postsecondary education is a state responsibil- 
ity, perhaps the best way to tackle the new questions cre- 
ated for statewide planning by the multiple providers of 
adult education is to look at the relationships between 
higher education and the other major providers of adult 
education. These relationships can be discussed under four 
headings; (I) relationships among in^stitutions viv////// the 
formal educational system; (2) relationships between 
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TABLE 1 

5 HOVIDERSOF INSTRUCTION AND MAJOR SOURCES 
^ OF FUNDING FOR ADULT 

EDUCATIOT^^ COURSES, YEAR ENDINfe MAY 1981 

Number of 

i Courses Taken Percentage 

Item 

. Total courses taken, 
by provider of instruction 
School 

Elemenlary/secondury school 
Vocational/trade school 
2-year institution 
4-year institution 
Nonschool 

Business/industry ^ 
Labor/professional association 
GoveTnmerit agency 
Community organization 
Tutor 
Other 

Employer provider 

Total courses takiti, 
by source of funding 
Self* or family 

Government or public funding 
Business/industry 
Other.source 

Employer was one source 

Source: National Center for. Education Statistics 19K2. 



higher education and business/industry; (3) relationships 
between higher educatibn and labor unions and profes- 
sional associations; and (4) relationships between higher 
education and community organizations. 

Relationships within Formal Education Structures 

Relationships within the formal educational system appear 
to be moving from independence through competition to 
eooperation. Competition between educational institutions 
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; has-been created by the lack of traditional collegfcvStudents 
but also by the blurring of cducationaf missions. \^ 
education was age-graded, young people moved vertically 
v from elementary school to high school to college, and each 
; level had its own distinctive market, making independence 
: the predominant relationship. Today, however, every level, 
of education serves, in one way or another, adult students.; 
.„ Mo.st school districts have adult schools, most community 
colleges have a majority of part-time adult students plus 
extensive community education programs, and most four- 
year colleges have been expanding their extension and 
continuing education divisions, ^ome markets are distinc- 
tive; others are very similar. Thd extension division of the 
University of California, for example, serves primarily 
adults who already have a first degree. At the University of 
California at Berkeley, 78 percent of those enrolled in ex- 
• tension courses have a first college degree, and half of 
i ' those have graduate or professional degrees (Stern 1983). 
: Thus,. the market of the University of California extension 
division is distinct from other educationalinstilutions; 
competition for the division comes largely, from the contin- 
/ uing eciucation programs of professional associations. 

Although fe\y slates have conducted the necessary stud- 
U ies, it is possible to determine the markets, distinctive and 
; ; overlapping, among institutions of postsecondary educa-. 

tion. When the Ohio Board of Regents (1982d) conducted a 
COitudy of noncredit continuing education..offerings in 1 15 
; . Ohio poslsecohdary institutions, they found that most col- 
i>. leges were oflFe'ring primarily courses and workshops em- 
i: phasizing skills and professional development; that is,.48 
percent of all noncredit offerings serving 51 percent of all 
registrants were basically job-related. Although the num- 
ni. bers were too small to be much more .than 'suggestive, the 
p; more distinctive markets seem to have been^carved out by 
the emph^sis"in Ohio's private tw|-year colleges^n per- 
sonal and intellectual developmeift (65 percent of their 
; V offerings) and in four-year private colleges on cultural; 
ry. recreational, and avocational areas (42 percent of their 

! offerings)? More than half of the offerings of lechnical col- 
f leges, university branches, and four-year piibfic colleges 
i ^were in skillis and professional development, albeit presum- 
iH'ably at different levels of accomplishmeni. Comtriunity 
li^t'Xblleges seem to be serving their comprehensive function 



by showing the most even, distribution across the fWe cate- ^ 
gories — skill and professional development;3l percent; J 
personal/intellectual development, 17 percent; personal 
and femily living, 17 p^ercent; society and community 
awareness, 7 percent; and cultural/recreational/a vocational 
development, 28 percent. This-information,_nowLCollecle^ 
annually in Ohio, suggests that postsecondary institutions ■ 
may be seeking distinctive* markets, serving different kinds 
of needs and populations at different levels of career and 
professional development. . , 

One of the most emotional issues to strike higheV educa- 
tion in recent years is the proliferation of off-campus cen- 
ters. Two aspects of this issue have been the source of . 
acrimony within the formal educational systemVOne is the 
issue of assuring quality (discussed later in this mono- 
graph). The other is the issue of competition and duplica- 
tion. In a recent inventory, the California Postsecondary 
Education Commission found 4,500 locations within its 
state boundaries where college courses, including certifi- 
cate and external degree programs, were offered by bpth 
public and independent institutions (Education Commis- 
sion of the States 1981). ^ 

Some colleges literally have awakened one morning to 
find an ^^off-campus center" from an institution possibly 
hundreds of mile§ away in their backyard. The problem is : v 
especially severe where tuition differs greatly, and it tends 
to be especially complex when institutions cross state 
lines. The various step5: taken by accrediting associations' 
and state agencies to assure"quality do not really address 
the issue of competition and duplication unless ohe^as- 
sumes that ''good'' programs tend to drive out ''bad" \ 
ones.^But three "good" off-campus programs cqmpeting 
for the same market may not be the best use. of scarce edu- 
cational resources. V : r 

The need for greater communication and cooperation 
extends across state boundaries. A recent FIPSE (Fund for 
the Improvement of Po^stsecondary Education) project 
established two new regional consortiums to try to lm- 
prove access, reduce competition and duplication, and 
make more efficient use of personal and material resources;| 
(Martorana arid Kuhns 1983i). The increased efforts 'goinjg|:| 
into coordination at almost every level are not concernedjA^ 
only with adult. education, but the phenomenon of taking ' :i§ 



education to Jocation-bound working adults has certainly 
exacerbated the probletns of duplication and competition in 
recent years, 

'^By this time,, most states have taken some steps to avoid 
duplication and **urifair'' and destructive competition aris- 
ing from the proliferation of oflE-campus centers within 
lh~etr~bOTndan"e?rrAT:tiDns~range"from c and distrib- 

uting information to institutions in the hope that it will 
control duplication (Education^ Commission of the States 
1981, p. 498) to curbing funding for off-campus'courses. 
The Texai. legislature, for example, attached.a rider to the 
.state apprbpriations^bill reducing funding for off-campus 
centers by 25 io 35 percent. The 35 percent reduction takes 
effect as the number of off-campus courses increases be- 
yond 7 percent of the institution's total semester hours 
(Education Commission of the States 1981, p. 525). Texas 
also enacted statutory provisions to restrict the expansion 
of branch campus operations by private institutions of 
higher education. Such broadside controls, inserted into 
legislation, would appear to have the potential for reinov- 
ing possibly important access to educational opportunity 
and for discouraging **good,'' honduplicative programs as 
well as less, desirable programs.. 

B^etween the laissez-faire approach and the curtailment 
^of funding lie a number of other ways to deal with the pro- 
liferation of off-ciimpus programs. Most common are pro- 
gram review procedures, aimed at both quantity and qual- 
ity and the creation of ^'coordinating districts." Using a 
staff review procedure, Alabama brought about a reduction 
in the production of off-campus credit hours by, 61 percenK 
between 1978 and 1980, maintaining that quality had in- 
creased substantially; that reduclion in off-campus credit . ^ 
hours continued in 1^81 (Education Commission of the 
States-^81, p. 446; 1982, p. 30). 

No evidence suggests tliat off-campus courses are, as a 
group, inferior to on-campus pourses. In some areas, how- 
ever,'unnecessary duplication^ waste, and poor quality 
have been apparent*. A well-designed review that considers 
both access and quality would seem to be an appropriate 
, state role for achieving quality while reducing unnecessary 
duplication among institutions. 

, ' Potential **turf wars'' can also be reduced by making one 
provider a local coordinator. Kentucky makes a state uni- 
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^ei'sity responsible for an extended-campus coordinating 
district. The'university's task is to assess the neeii. ensure 
adequate offerings, use existing resources, and'provide , 
liaison with other institutions and with the Council on 
Higher Education. Community colleges within the Univer- 
sity of Kentucky community college system are restricted : 
to offering extended campus instruction in their home 
counties, and four-year public universities may not ofter . i - 
lower-division instruction'within 30 miles of a community 
college.. 

Another approach that seems to have promise is to con- 
trol the number and type of new degree programs when 
they are first proposed. The Illinois Board" of Higher Edu- 
cation requires colleges and universities intending to. offer 
a degree program at a new site to notify the board .so that it 
can notify other colleges of the proposal. If a request is 
" received within-GO days following the notice of intent, the 
proposing institution must bost a conference for all inter- 
ested parties to discuss and coordinate the proposal (lUi-: 
nois Board of Higher Education 1983). 

Understandably, most states preferto settle turf wars , 
locally. In, fact, the Vermont Higher Education Planning ■ 
Gfommission. after extensive i^tudy. toctk the explicit posi- C 
tion that planning for all adult education should be done . 
regionally and locally rather than statewide. The commis- 
sion recdmmendedihe creation of regional councils for ^ 
postsecondary adult education where such councils do not 
' already exist and created a task force to promote regional 
cooperation (Education Commission of the States 1981. 

Local planning groups tend to be defined by function (for 
example, adult basic education or postsecondary educa- ; ■ 
tion) or by geographical boundaries (community college 
districts, for example)— sopietimes both. Illinois, for exam^ 
pie. has established local planning districts for adult ele-j jr 
- mentary and high school completion progi^ams that are Wf| 
' congruent with existing community college boundaries. ;::;;| 
thereby defining the planning group by both function and 
geography. California assigns thd function of adult high: ? j 
school completion programs to school districts but permits, 
the flexibility for community colleges to handle this func- > 
tion if such a plan is mutually agreed upon locally. 



Most stales have already assumed coordinating and reg- 
ulating functions for public educalional inslilulions. Adull 
education represents an expansion of these roles, as it 
greatly incre^ises the possiblc arcas for competition and v 
overlap No problems of "coordination" between school • 
districts and community colleges existed until adults be- 
came a common target. Similarly, off-campus degree pro- 
grams are a phenomenon brou'ght about by the educatibnal 
activities of working adults. The missions and markets of " 
schools and colleges that'were once clear arc less so now. " 
But at least in the-^forrhal educational System, it is a matter 
of getting educators to cooperate with fellow educators. 
Gaining cooperation, coordination, or even communication 
among providers from different sectors of society, how- 
ever, is a different matter. ^ 

Relationships between Higher Education and 

Business/Industry ^ ' 

Ten years ago, no one would have foreseen any competi- 
tion between the "training" offered by employers and the * * 
"eduction" offered by colleges. Bui with the new empha- 
sis on the development of hurnan relations in industry and 
colleges' new interest in adult learners, traditional missions 
are becoming blurred. "As we become a learning society, 
it becomes^ progressively-more difficult to decide where the • ' 
university ends and the corporate world begins and where 
they both fit within the larger education and training sys- 
(em. . .''(Gold 1981, p! 9). 

Within the past decade, industry fias become involved in ^ 
granting academic'degrees, offering courses redeemable fQr 
college credit, building campuses with dormitories and ' ' j 

well-equipped classrooms, "developing the whole person" . V 

through^education, and ci*eating large education and train-— 
ing departments with hundreds of people working full-time 
on instructional programs for adults. Industry h'd§ been 
engaging in many educational activities that used to be the 
sole province of formaTeducation. 

• The Boston area alone has at ieast..four degree-granting 
^institutions founded by such noncolleges as a hospital, 
a manufacturer of computers, a consulting firm, and a ^ 
banking institute. These institutions are not in-house \ ^ * - 
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degree programs for.cmployecs; they have bden au. 
thorized by the state to gram associate, baccalaureate, 
or masters degrees to anyone meeting their require- > 
ments for admission. . \ , ' 

» Academic institutions are increasingly likely to accept 
for credit courses offered by corporations, A recejit 
catalog of the American Council on Education s Office 
on Educational Credit and Credentials lists over 2,0!)0 
courses offered by more than 1 80 corporations that 
appear, to faculty examiners from academe, worthy ot 

college credit. ■ 

• Xerox, IBM, AT&T, McDonald's, and a host of other 
corporate giams have built campuses with well- - 
equipped classrooms and spacious residence halls 
complete with dining halls and recreation facilities In 
1979 for example, mofS^thrtn 20,000 people attendee^ 
classes taught by 130 full-time instructors at the Lees- 
burg Virginia, campus of Xerox (Dinkelspiel 1981). 
•!%lany descriptions of courses and institutes sound,, 
more like "education" than like "training." For exam- 
ple the educational philosophy of the IBM Systems 
Research Institute 'Is in many ways that of a univer- 
sity It stresses fundamental and conceptual education i 
and allows students to choose those courses that will 
best nurturfe their own development'' (IBM Systems 
Research Institute 1981, p. 6). . . 

» Industry has been developing a new profession ot 
"corporate trainers." Xerox has 1 ,400 full-time train- 
ing personnel located at 12 training centers around the 
world (Dinkelspiel 1981 , p. 93). Their instructional 
techniques are at least as sophisticated as those ot 
many college teachers and their instrlictional materials 
and equipmertt frequently rnuch better The^Amer.can 
Society for Training and Developinent (ASTD) has 
become an influential professional association. Its 
membership has doubled over the. past decade to 
21 000 national members, with about 20,000 additional 
people who are members of ASTD^s local chapters 
(Craig and Evers 1981). _ , 

• In 1982 AT&T alone spent over $6 million on reme- 
■ dial programs for 14,000 employees. Much of the edu- 
.cafioh provided was in basic academic skills at the 
riinth grade level. , 



At the same time that industry is providing some ot the 
educational services once provided by formal educational 
institutions, colleges and universities have been expanding 
their educational services into areas once occupied by 
employers and other providers. 

• In 1967-68, 1,102 colleges otVered noncredit programs 
for adults: By 1975-76, the number increased to 2,225 
colleges and by 1979-80 to 2,285 colleges or 72 percent 
of the institutions of higher education in the United 
States (NCES 1983). An Ohio survey .of noncredil 
courses offered by colleges in that state showed the 
objective of the majority o^courses was to develop job 
skills or enhance professional development (Ohio 
Board of Regents 1982a). 

• The overwhelming majority of today's college stu- 
dents are attending college for job-related reasons, and 
the predominant shift in curriculum has been from 
liberal arts and general education to vocational and 
professional training. In community colleges, the ratio 
of associate degrees conferred in occupational curric- 
ula shifted from 40 percent in 1970 to 60 percent by 
1980 (Cohen and Brawer 1982, p.. 203). 

• Many courses offered by colleges are ''training'' 
courses that might once have been considered on-the- 
job training. For example, one community college 
offers a"course in airline reservations, which ''pre- 
paresistudents for airline employment opportunities 
through a familiarization of the procedures involved in 
airline reservations, the use of official airline guides, 
and aifline route structures." 

'The point of these examples is that the missions of vari- 
ous educational providers, once reasonably distinct, are 
increasingly blurred, increasing the potential for competi-/ 
tion and cooperation among providers and decreasing the 
likelihood of the third option, independence. 

The rapid increase in the numbers of part-time learners 
is another factor that is. increasing the potential for compe- 
tition and/pr cooperation among providers of educational 
services. The programs of industry, br^ce confined to full- 
time working.adults, gnd the programs of colleges, once 
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confined largely to dcpenclcnt postailolcscents, are now 
serving roughly the i^ame market, Formerly full-time work- 
ers are becoming part-time students, and formerly full-time 
students'are becoming part-time workers. The result is that 
increasing numbers of people— young, middle-aged, and 
elderly— are combining work and study during the lifespan 
(Cross 1981, Ch. 1). . . 

Further adding to the blurring of educational function is 
the rise of a new profession, the vendor of educational 
services. Vendors are independent profit-making firms or 
individuals who contract with employers and sometimes 
with educational institutions to provide workshops, 
courses, training programs, and consulting. About bne- 
fourth of the industries surveyed in one study used outside 
vendors in employee training programs. For training pro- 
grams for exempt employees, 48 percent of the firms re- 
ported they used an outside private training specialist, 
9 percent used vocational, technical, or business school 
teachers, and 27 percent used college and university pro- 
fessors (Craig and Evers 1981, p. 40). 

The use of college teachers as private entrepreneurial 
vendors is an underground activity that has profound impli- 
cations for educational institutions, Growing numbers of 
teachers and professors have established local and national 
reputations as training specialists and consultants on train- 
ing. Corporations frequently find it far easier, more satis- 
factory, and less costly to make arrangements directly with 
the college faculty member of their choice than to go 
through the complicated procedures and inevitable delays 
of academic decision making and the expense of college 
overhead. Colleges, unless they can deal more promptly : 
andrrealistically with corporate training officers, stand to 
lose\money, faculty time, and faculty commitment. 
' St\ites are just beginning to address blurred and overlap- 
■" ping missions among the various providers, and the prob: 
lems are addressed in a great variety of ways, all pointing 
toward three possible options; (1) to encourage greater 

. differentiation of function or mission through tikking some 
stand oh which providers should perform which functions; 
(2) to eiicourage or permit free-market competition among 
prpviders; or (3) to encourage collaboration and joint plan- 
ning among providers^ 
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Option one: Encouraging greater dijjerentiation 
South Carolina (allhoiigh not a precise illuslralion of oplion 
one) has allracled industry to the state by providing state^ 
financing for community and technical colleges to "design 
and operate education/training programs to prepare to in- 
dustry's quality'specifications and lead time, tfi^workforce 
necessary to enable the new incoming industries and exist- 
ing expanding industries to start up in the black and'profit 
lU the onset" (Garrison 1980, p. 21), The 16 technical col- 
leges in South Carolina have adopted a three-point pro- 
gram in responding to the needs of employers: (I) special 
schools training for a new or expanding industry, (2) ongo- 
ing occupational programs to prepare skilled craftsmen and 
, technicians to meet industry's and business's future needs, 
and (3) continued upgrading and retraining progranis to 
keep pace with changing technology (Garrison 1980, p. 21). 
With the state's assuming responsibility for an adequately 
trained workforce, industry has less incentive to provide 
education/training programs, which lends to keep clear the 
distinctions between ''educators" and ''employers." 

Another way to define nonoverlapping missions for 
schools and employers is to promise that the educational 
sector will provide all education in basic skills for the 
workforce, thus relieving employers of any responsibility 
in this area. Although the public generally assumes that the 
teaching of basic skills is the proper function of publicly ' 
supported education, industry is apparently finding it nec- 
\essary to provide, at its expense, considerable training in 
the basic skills. California, for example, specifically sup-' 
ports the premise that noncredit programs in adult basic 
education, high school diploma programs, English as a 
Second Language, and other programs deemed to serve the 
"public good" should be supported with public funds. 

state could presumably sharply restrict the definition 
of c^ollegiate education to nonvocational programs, assum- ' 
ing responsibility only for providing the general and life- 
[long\learning skills to enable workers to learn new things 
IS needed at the employer's or the worker's expense. That 

Approach would sharply curtail the expanding mission of " 
igher^ education and make employees' education the clear 
csponsibility of the employer, Hut even granted the un- 
likely Assumption that ''nonvocational" could be ade- 
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qualcly defined, it is probably quite an unrealistic expecta- 
tion on the eve of the Information Society. No evidence 
suggests that states will deliberately adopt policies forcing 
industry into a greater share of adult education. Indeed, 
the trend seems quite the opposite. Schools and colleges 
today are spending considerable eflbrt to slow down the 
education and training programs launched by business and 
industry by getting employers to contract with educational 
institutions for the services. 

Option two: Encouraging free-market competition 
Encouraging free-niarket competition among providers ciin 
range all the way frbm a laissez-faire nonposition (the 
present stance of most states) to the active encouragement 
of competition. Most states assume that they have no par- 
ticular role in employer education programs.' but many 
states\vould like to encourage industry to share the costs 
of adult caseation. It appears, for example, that most 
states are adopting a hands-off policy with respect to the 
rapidly growing practice of college representatives" encour- 
aging employers to purchase educational and training pro- 
grams from the college. If the college is permitted to keep 
the funds, it has an incerttive to be competitive— withother 
colleges, private vendors, and industry itself. This is ah 
example of unregulated, free-market economy in worker 
education. The employer is the judge of quality and cost- 
effectiveness. The job of the seller (colleges) is to be re- . 
sponsive to the market. 

The practice of licensing noncolleges to offer full-scale 
degree programs appears inherently to.be a policy that puts 
colleges and industry in direct competition. Until quite 
recently, higher education has had a monopoly on degrees 
and credit. Now. noncolleges are entering that market with 
the explicit permission of the state. 

In Massachusetts, for example, noncolleges wishing to 
offer a degree may apply for authorization from the Board 
of Regents. The procedure is similar to that used for grant- 
' ing academic credit for courses offered by corporations. 
The application includes all supporting documents, includ- 
ing evidence of incorporation, as a nonprofit educational 
institution in Massachusetts. A visiting committee con- 
ducts a one- or two-day site visit, looking at fiscal stability. 



curriculum, faculty, degree requirements, etc. The commit- 
tee's report and recommendations are submitted to the 
Board ol' Regents, a public hearing is held, the staff makes 
recommendations, and ultimately the full board acts on the 
•request, Organizations that have gone through the process 
and been given the authority to grant degrees include the 
Arthur D. Little Management Education Institute, Massa- 
chusetts General Hospital Institute of Health Professions, 
and Wang Institute. Presumably any organization that can 
establish itself as a nonprofit educational institution and 
meet the requirements of the Board of Regents may enter 
into the competition. The new wrinkle in recent applica- 
tions is^hiil corporations with a particular interest in the 
human capital generated in the new degree programs rather 
than wealthy donors and educators are forming the non- 
profit institutions. 

\ The presumed motivation for the entry of noncolleges 
into the degreergranting business, however, is that higher 
. education is not training people in the areas of interest to 
the sponsor. As long as this premise holds true, the new 
institute is not a 'competitor'' to local institutions of 
higher education but has found a distinctive niche that is 
not being filled. 

Option three: Encouraging collaboration 
The^njost common practice in the states with respect to 
defining the relationship between colleges and corporations 
seems to be the active encouragenient of collaboration and 
cooperation. The Ohio Board of Regents, for example, 
took the position that its appropriate role in planning for 
lifelong learnin<v'is to serve as catalyst in linking together 
the resources oi' higher education and the needs of learn- 
ers, employers, -and government. To implement this posi- 
tion, the board first undertook three studies: (I) a survey of 
noncredit continuing education offered by public arid pri- 
vate colleges in Ohio (Ohio Board of Regents 1982a); (2) a 
survey of the nature and scope of training provided by 
business and industrial firms (Ohio Board of Regents 
I982d); and (3) a survey of exemplary services provided to 
business by state-assTsted colleges and universities at little 
or no cost (Ohio Board of Regents 1982c). The conclusions 
included the following: ^ 
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• Coopcralion is increasing between Ohio colleges, 
companies, and governmcnl agencies, bill etlbrls can 
be made lo expand and sharpen these links. 

• Large companics.in Ohio are providing most orihcjr 
own training, but the rest arc seeking assistance IVom 
outside vendors, 

• Needed continuing education Ibr the adult workforce 
can most elteclively be. provided through a joint effort 
between companies and colleges. 

• A number orintcrnal barriers within colleges and com- 
panies inhibit cooperative work-education relation- 
ships. 

• More eflcctive publicity is needed about the availabil- 
ity of college and university resources. 

• The format oj adult learning opportunities must be 
more flexible. , 

• All parties in the process need to be represented in 

■ designing and strengthening work-education' relation- 
ships, 

• Work-education relationships arc best developed and 
strengthened locally or regionally. 

• Education providers must collaborate to guard against 
duplication of efl'ort and gaps in . service and to make 

, maximum use of all educational resources (Skinner 
and Moore 1983, p, 68). 

■ .. \ \ 
In addition to funding and conducting the exploratory 
studies, the Ohio Board of Regents implemented its role as 
catalyst by sponsoring five regional conferences to bring 
together representatives of higher education with those 
from business. The board also sought to increase com- 
munication by establishing a newsletter to disseminate 
information about links between higher education and busi 
ness and by establishing and maintaining continuing con^ 
versations between administrative staff from the Board of 
Regents and various providers of adult education from 
business and government. Finally, the board set up re- 
gional Work'and Learning Councils to provide a structure 
for the continuing exchange of information regarding job 
training and opportunities among the providers and users 
of adult educational services in each region. 

The Board of Regents clearly articulated the role of the 
state in planning for lifelong learnin/i in Ohio. The board^s 



role, as ihcy sec il, is lo encourage providers and users lo 
gel together locally and regionally. It has, however, played 
a very active role as catalyst — conducting studies lo pro- 
vide basic information, bringing people together, setting up 
formal and informal structures for continuing conversa- 
tions. 

The relationship between higher education and business/ 
industry is changing. It is certainly no longer independent, 
as each segment moves steadily into realms and rcsponsi- 
' failities once occupied by the other. Actions being taken by 
states are explicitly or implicitly afTecling relationships 
between higher education and business, and now is the 
time to think through the options and their implications for 
the future. 

Relationships between Higher Education and Professional 
Associations and Labor^Uhions 

The relationship between established educational institu- 
tions and professional associations and labor unions is 
similar to that with business and industry. Competition and 
cooperation are increasing as the option for independence 
gradually fades. 

Professional associations are part of the ''shadow- ' edu- 
cational system that is growing faster than most state plan- 
ners realize. The competition from professional associa- 
tions is felt'most directly by major universities with 
professional schools and extension divisions that. tradition- 
ally, serve doctors, lawyers, engineers, and other profes- 
sionals. In fact, professional associations are already 
. reaching more adults through their educational programs 
.than all universities combined— 5 to 6 million people annu- 
ally.cpmpared to 3 to 4 million people in university exten- 
sion programs (Stern 1983). 

. Professional associations are sufficiently aggressive in . 
their expansion of educational services that the time may 

: come when professional associations will provide not only 
the increasingly nfecessai^y workshops, institutes,. and 
courses to help working professionals keep up with new 
developments in their fields but will move into education 

: for thej^/\s7 professional degree as well. "By the turn of the 
century, vyithin a generation, several important universities 

/, : Will lose their law schools, medical schools, and other pro- 

Sfess schools** (Stern 1979, p. 8). With the increasing 
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emphasis on rcliccnsurc in ihc profession 

education of professionals is becoming compulsory. Pro- 
fessional associations have r.ushed into that market ai)d are 
arranging for codification of their programs with state li-. 
censing boards. The most certain way to relicensure, if 
must seem lo many in the licensed professions, is to take 
the courses certified lo meet the requirements of the pro- 
fession. 

The ufiiversity system has been largely outjkmked by 
what has already happened, . . . The University as an 
institution has no independent policy and no indepen- ' 
dent set of practical guidelines in continuing profes- 
sional education. It has consented to be led by profes- 
sional societies, by faculty members representing the 
professions who are, in turn, members of interlocking 
directorates— of licensing boards, and oftliehif^h com- 
mand of professional societies and professional faculties 
simultaneously {Stem \919, p. 7), 

Stern, as a university extension dean, has a right to be 
concerned, but he is not altogether parochial in his con- 
cern. Prpfessional education is big business and growing. 
The American Management Association, for example Js 
one of the largest providers of professional education in the 
world. It enrolls 100,000 adults in some J,200 workshops 
and seminars each year. The American Management Asso- 
ciation, large.as its educational arm is, however, controls ; 
only a small piece of the market for business education. 
Some 3,000 different providers put on approximately 
40,000 business seminars each year. 

The extensive and growing educational activities of pro- 
fessional associations demonstrate the enormous need for 
lifelong education in the professions. It may also suggest 
, that there is more than enough demand to keep a great ' 
variety of suppliers in the business of providing everything, 
from self-instructional materials to full-scale professional 
degree programs. But "universities must reach working 
agreements about continuing education programs With 
professional groups" (Stern 1983, p.. 7), 

Those "working agreements" are going to bring into 
sharp focus some critical issues. What is the appropriate • 
balance between university faculty and practicing profes- ' 



slonals in llic insiruclional programs? Is equal opporiuniiy 
threatened in sonic ol'lhc arrangcnicnls between licensing 
boards and ihcir ccrliUcalion of the programs and materials 
in continuing prolessional education? What \s the responsi- 
bility of the state to ensure the quality of professional ser- 
vices? Is the practice of ''mandating'' continuing education 
for licensed professionals the most effective way to ensure 
consumer protection? The providers of continuing educa- 
tion in the professions are using the media and technology 
extensively. What can other providers learn from these 
experiences? Does a solid program of research and evalua- 
lion exist? . 

Apparently, no state has any very elVective method for 
ascertaining the extent and contribution of the providers of 
continuing professional education, and no state has any 
plans for coiisidering the rational development of profes- 
sional education as a vital element in lifelong learning. The 
contribution of professional associations is potentially very 
great, but states will not be able to capitalize on new op- 
portunities for realignments or reassertions of traditional 
roles if the questions are not raised for discussion. 

Labor unions are becoming increasingly active in bar-' 
gaining for educational benefits for union members, in 
overseeing the access to apprenticeship training programs,, 
and in providing direct educational services. The George 
Meany Center for' Labor Studies, located on a 47-acre cam- 
pus in Maryland, is celebrating, according to its 1983 cata- 
log, its fifteenth year of '^academic" life. So far, 30,000 
students have attended classes at the residential center, 
which has the latest in electronic teachingaids, an evening 
• lecture and concert series, exhibits of paintings, sculpture, 
and photography, a full recreation program, and a proniise 
that ''the programs, teaching methods, menus, and facili- 
ties are intended to suit a student body with an average age 
of 39" (George Meany Center 1983-84, p. 4). It sounds like 
. a union model of the typical residential college campus. - 
The creation of a campus for the specialized curriculum 
of labor studies notwithstanding, labor-unions in general 
have shown more interest in cooperating with established 
: . institutions of higher education than in developing their 
own programs. An especially interesting example of cpop- 
eration is the three-way coopbmtive model, worked out 
among the United Auto Workers^. Ford Motor Company, 



\^ Adult Learnhtf^ 




and upproximaicly 65 comnumiiy colleges, l.asi year, ihc 
Employee Devclopmeni and 'IVaining IVogram (EDTP) 
was founded ai Henry Ford Community College in Michi-" 
gan. The new EDTP center will develop programs and 
educational materials to be used by local coalitions of man- 
agement, unions, and community colleges in the 65 com- 
munities where UAW-Ford plants are located, The mtyor 
mission of the EDTP network is to deal with unemploy- 
ment and retraining of union workers. An estimated 
100,000 workers will participate in the program over the 
years (Parnell 1982-83). 

No state has apparently taken much notice of the labor 
unions as direct or indirect providers of educational serr 
vices for adults. Yet with the arrival of the information 
economy and its promised use of robots, unions will be 
confronted with serious problems oflaypfl's and unemploy- 
ment, and the need for retraining isjncreasing. 

At the moment, at least, funding is, not a major problem 
in working with labor unions. The educational funds gener- 
ated by un ions th rough contract negotiations add up to 
impressTvc amountsi^'Eaucation treasure chests within 
companies run from $1.5, to $5 million per year, usually 
generated by the employerls contributions of 1 percent or 
less of the union payroll (Weinstein 1982). The other great , 
source of untapped funds exists in tuition aid benefits. The 
amount of job^based tuition available in any given year for 
union and nonunion employees corftbined. is as high as $6 
billion. But since fewer than 5 percent of empjoyees take 
advantage of the programs, only about SaOO^OOO is used 
annually. The reason the money is not used, says Ivan 
Charner, research director for the National Institute for 
Work and Le^j^ing, is that employeesjack information ' 
and counseling about educational benefits f///jt?/ic'r Educa- 
tion Daily 2 May 1983). If states were to tap those funds to 
serve the educationaljieeds of workers and employers, 
some program of dissemination would need to be worked 
out among colleges, labor unions, and employers. 

Labor unions seem to have defined for themselves a 
rather specific role as providers; their programs emphasize 
the preparation of union members for leadership roles in 
the labor movement. As education tJecomes increasingly 
importantlh the information economy, however, educa- 
tional benefits are likely to increase, despite the fact that 



they arc inu(cnisLHl now., Although iiulividual colleges have 
occasionally developed innovative programs in cooperation 
with lahor unions, lew state olVicials have encouraged the 
use of union henelits to provide access for hhie-collar 
Workers or even to add to the work skills of thousands of 
slate employees who may he mcnihers oflahor unions. 



ReUitionship.s between Higher Kdiitation and 
Community OrKaniziition.s 

Lbcal and community groups— city recreation depart- 
ments, comhuinity organizations, churches and syna- 
gogues—provide educational services lor more than 15 
million people (Peterson and Associates 1979). Although 
individual institutions have from time to time worked on 
improving 'Uown/gown" relationships through membership 
in and speeches to the Rotary, the Chamber of Commerce, 
United. Way, arid other local groups, until quite recently 
few colleges viewed coliinumity agencies as potential com- 
petitors or collaborators in the provision of educational 
• services. . 

With many states now making it explicit that planning 
for adult education should be done locally, a question is 
raised as to how that should be done and who should pro- 
vide the leadership tor it. Local planning, of course, in- 
volves more than community agencies: It also includes 
' school districts, employers, and other providers of learning 
options for location-bound adults. So far much of the plan- 
ning and coordination have involved linking two providers 
together, for example, community colleges and secondary 
school districts or community colleges and local employ-., 
crs. Increasingly, however, states arc encouraging broader- 
based community efforts that would bring all providers into 
the planning effort at once rather than creating the links 
pair by pair. 

One problem is whether to try to establish new ^^ncu- 
traP* agencies to coordinate the efforts of local providers 
or whethef to assign leadership to some existing agency 
like the local community college, school district, or library. 
Some states have created new local or regional planning 
boards, such as the Work and Learning Councils in Ohio 
' or the Regional Councils for Adult Postsecpndary Educa- 
tion in Vermont (Education Commission of the States 1982, . 
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p. 159). Others are ilesisiuiting local coinmiinity college 
districts as the coordinators and planners 01" local eiVorts. 

The designation oi" community colleges as lotal con- ^ 
veners of educational providers seenis to lie growing, with . 
the active support and encouragement of the Anferican 
Association oi" Community anil Junior Colleges. Because 
its mission is to "identity and analyze community prob- 
lenis and propose solutions" (Gleazer 1980, p. II), "tlic 
community college is uniquely qualilkd to become the 
nexus of a community learning system sunicienl to respond 
to the population's learning needs" (p. 10). "What is re- 
quired is daily cohimunicuiion with the business commu- 
nity, the county and city planning bodies, employment 
agencies, research organizations, the chamber of com- 
merce, state and federal agencies, school olVieials, census 
bureaus, and the media" (p. 12). 

A good example of community college districts as nexus 
occurs in Arizona. The Arizona Vocational Act of 1982 
requires the providers of vocational education to coordi- 
nule their planning and directs Maricopa and Pima Com- 
munity College Districts to provide the coordination and 
leadership for the coopert^live planning. The community 
college districts have convened representatives from 
, school districts, community colleges, private businesses, 
and technical schools and sponsors of employment and ' ■ 
training programs with people from the community who 
could provide information about needed labor and about 
the sl<ills and knowledge required for employment. Other 
groups represented include the Department of Corrections,, 
the Bureau of Indian Attairs, universities, and various gov- 
ernmental offices. Ov*^fall. 50 to 60 people are directly . 
involved in the plannin'g'for vocational education coordi- 
nated by the commuiiity colleges. 

While it i's-not-VfeMeaVvtl?at community colleges are 
serving nationwide a.s the nexus for coordinating local pro- 
viders, it does appear that comnunily colleges are eslab- ■ 
lishing linics between themselves and other providers at. a 
rapid rale (see Young I9i^l . p; 49). 

Conclusion . ': " ,.* 

The inescapable conclusion regarding the role ol multiple 
providers in the Learning Society is that over the years all 
providers seem 16 have expanded^ tlifcir missions and activi- 
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tics. U is no longer clour whore, the oilucuiionul responsibil- 
ities of schools anil colleges end, nor is ii clear who is 
providing whiu services for which markets, js prc-college- 
level education lor adults the responsibility of school dis- 
tricts or community colleges? With most education aimed 
toward improved job skills and the rcvitali/.ation of the 
economy through development or^Miuman capital/' what 
arc the appropriate roles of the multiple providers ol' voca- 
tional/technical education? Should noncolleges be olTering 
degrees? How and where should continuing education in 
the professions be conducted to serve the public good? 
What are the appropriate activities, structures, and policies 
to ensure the. most efficient and cIVcctive delivery of educa- 
tional services to the Learning Society? 

Responses to the issues ruiscd vary enormously Irom 
state to state. Some adopt a hunds-olV stance, because they 
are unaware ofthe issues or their alternatives. Others take 
a laisse/,-laire approach either to avoid controversy or to 
implement the choices of a Irce market. Most, however, 
seem to be striving Ibr coordination and cooperation ^ 
among providers. Policies anti practices range I'rom en- * 
couraging cooperation by collecting and disseminating 
"^information and convening meetings for providers to creat- 
ing ncw'cooperativc structures or designating existing 
providers as coordinators. The few more intrusive state 
intervention policies usually involve setting boundaries— 
geographicah'hscaL or market,'^ 

It is clear that the number and variety of providers of 
educational services for adults arc growing, as is the blur- 
ring of function between providers. Almost all states arc 
making conscientious cdbrts, to promote local cooperation 
and collaboration. Increased moves toward centralized 
statewide mechanisms to provide control may ultimately 
prove self-deleating in a vast system where the states' 
authority is unclear and where providers arc marching to 
diflcrent drummers and reporting to a wide variety of au- 
thorities. 
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• What is the stated obligation to encourage "educational 
have-nots*' to par.ticipate in lifelong learrjing^ 

• As institutions begin to seek out the aciult market, what is 
the staters responsibility to ensure that minority groups 
receive equal opportunities arid attention? 



The Lifelong Learning Act of 1976 states that American ^ 
society should have as a goal the availability of appropriate 
opportunities for lifelong learning for all its citizens witii-\;4 1^ 
out regard to restrictions of previous education or training; 
sex, age, handicapping condition, sociajor ethnic back- . 
ground, or economic circumstance" (Uls. Department of 
Health, Bducalion, and Welfare 1978, ri. C-1). Most stales::/, 
also have some type of slalemenl in lh€ ir planning ciocu-; 
menls thai makes eqiiial access to education a high priority/7:j. 
Indeed, among the 44 planning documents relevant to life- 
long learning reviewed by Cross ( 1978) . recommendations 
for ensuring access to appropriate educational opportunily;,;| 
predominated: Although it would appedr that today quality;| 
may-have replaced access as the issue of top priority, ac-. ^^j^? 
cess nevertheless remains a major concprn of state and, t::^| 



federal policy nfiakers. 

This chapter attempts to answer three questions that 
appear to concern state and institutional policy makers.; 
First, what is the present situation withiespecjt to the par- 
ticipatjon of adults in adult education? (The answers to this ' ' 
question will naturally vary by state, but most states reflect, 
the national situation, and national data are used in this. 
section.) Second, what are the barrier-6 to participation in :J 
adult education? Third, what are current approaches to 
extending educational opportunities lO adults? / 



Participation in Adult Education 
The U .S. adult population is considerably better educated 
than it was only a few decades ago./ High school comple- 
tion rates rose froniSOpercent in ip50 to 75 percent in 
1962, and today 85 percent of the 25-year-Qlds nationwide 
have completed four years of high/school (U .S. Bureau of 
the Census 1982). While high schdol completion rates for 
minorities do not yet equal those Of whites (see Aslin 1982 
p. 175), the education gap betw^^n young whites and 
young blacks has been closing. The; largest educational ; . 




gaps now exist, not between^ose of different races, 
sexes, or income, where recent efforts have gone to in- 
crease educational opportunity, but between different age 
groups. People 25 to 29 years of age are twice as likely to 
be high school graduates (85 percent) as people 60 years of 
age and older (42 percent). For minorities, fhe gap between 
generations is even greater. Seventy-four percent of blacks 
aged 25 to 29 have cpmpleted high school, compared with 
only 20 percent of blacks aged 60 to 64. For. those of. Span- 
ish origin, the-high school completion rates are 58 percent 
for those aged 25 to 29 and 20 percent for those aged 60 to 
64 (U.-S. Bureau of the Census 1977). Table 2 shows the 
high school completion rate of various age groups. 

It is highly improbable that the present education gap 
between age^groups in the United States will be closed, but 
as the years p^$s; the generation gap will narrow as i 
younger people who have had the benefit of widespread 
educational opportunity begin to replace older, less well- 
edpcated adults in the population. The gap, however, be- 
tween the well educated and the poorly educated will prob- 

TABLE2 

PERCENT OF VARIOUS AGE GROUPS COMPLETING 
FOUR YEARS OF HIGH SCHOOL OR MORE 



Age 


Percent 


14-19 


21.3 


20-24 


83.8 


25-29 


85.4 


30-34 


81.0 






■35-44 


73.6 


45-54 


64.3 


55-64 


56.2 


65 or older 


37.5 



Source: U.S. Bureau of the Census 1977. p. 41. 
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ably continue 16 grow. Virtually every study undertaken to 
describe adult **volunteer" learners shows that the more ' ' 
formal' education people have, the more likely they are to 
participate in adult education (Cross 1981). A college grad- 
uate is more than five times as likely to be participating in 
some form of organized instruction as a high school drop- f 
out(NCES 1982). ■ 
It is easy to understand the dynamics behind the growing ; I 
gap between the well educated and the poorly educated. .| 
Almost everything a college graduate does adds to the Ca| 
probability of further education, while almost everything ; 
the high school dropout do^es militateii against it. The col- 
lege graduat*e frequently enters an employee training p|^6^ : ;}^^ 
gram or works for a company or in an occupation that is v ||| 
likely not only to support but also to require further educan;||| 
tion. GoUegfe graduates typically^)elong to social and pro- 
fessional gr6ups that discuss educational opportunities: i ; 
spouses anc friends are supportive and admiring of educa-;g|| 
tional accomplishment. And those who continue in school rug 
long enough to graduate from college were usually happy J 
and successful in scHool and are familiar with the pmce-^^^^ 4 
dures and People that inhabit educational institutions.^^^^^^ .; J 

The situation is exactly the reverse for the poorly edu- g||i 
cated: Theiy e:nter low-paying jobs with few educationial. : 
requirements and usuafly no educational benefits. They |||| 
consort wjtlvfriiends and family who know little about- edu|^^^^ 
cation and maVeven be hostile to it; they lack the informa-^^^^^^ 
tion netwbrks to know about opportunities/and the skills tq;'||i 
take advantage of them. Many if not" most of the poorly:_ r 
educated had unhappy experiences in school; and nothing igi 
that has/happened to them since has changed that im- :|| 



pressio 

Thus(, as the' opportunities — and pressures — for adult , v | 
education grow, it will be primarily well-educated people 
with good jobs and good prospects for upward mobility^^ ; ;^^ 
who will participate. If it is correct, that prediction has^^^^ 
implications not only for the educational gap between Mi-||| 
viduals but for that between states and regions of the colHk 
try fs well. The West, for example; with the highest lei'elspjl 
of daucation'al attainment already, is pulling farther ahead 
of other regions through larger numbers of adults partici-|||| 
p^ing in adult education (see table 3) (NCES 1982: U.S|;^^^^^^ 
Jureau of the Census 1977). " - 



TABLE3 

EDUCATIONAL ATTAINMENT AND RATES OF 
PARTICIPATION IN ADULT EDUCATION FOR 
PERSONS 14 YEARS OF AGE AND OLDER, BY REGION 



Region 


Percentage Completing 
Four Years of High School 
and More' 


Percentage 
Participating In 
Adult Education' 


Norlheasl 


60.8 


10..^ 


North Ceniml 


6i:8 




South • 


55.5 


11.2 


West 


67.2 


17.6 


Total (U.S.) ' 


60-6 


12.8 



Source: 

"U.S. Bureau of the Census. CPR. Series P-20. No. 314. December 1977. 
pp. 41-42.' 

•^National. Center for Educatiori^tdtistics 1982. 



, The evidence suggests that adults with high levels of 
education are more interested in education than their less ' 
well-educated peers, that they are more articulate and ef- , 
fective in expressing their demands for education, and that 
through their participation they create a climate of accept: 
ance for adult learning that becomes contagious. Thus, . 
states with weil-educated citizens are likely to pull ahead 
of stales where adults' educatio.na! attainment is lower, - 
thereby increasing economic and educational inequities ^ 
between states and regions of the country. 

Most of the efforts tovyard equal opportunity. of the pasX 
two decades have been targeted, not at diflferent^'age 
groups and the powerfully age-linked variable-of educa- 
tional attainment, but at women and minorities. It is clear 
that these policies and practices haye made a difference in 
the educational opportunities available to young, full-time 
students. The situation is not as clear for part-time adult 
learners, but women have made far greater gains in adult 
^ education than have blacks and Hispanics. 
, Adult women have closed the gap between the sexes at 
every income level and every level of educational attain- 



The more 
formal 
educati^ 
people have ^ 
the more likely 
they are to 
participate in 
\ adult 
education. . 



ment. In every age group and overall, a greater percehtag|^ 
of women than men participate in adult education (NGE^S^^ 
1982). The rapid and substantial increase in women's parr jiy^ 
ticipation in adult education since 1969 is especially note-: 
worthy given the somewhat lower educational attainment 
of women and the fact that ^^/omen consistently report 
more concern over the cost of education than men. Women ; 
are more likely to be paying for their own education, but 
the principal disparity occurs in employer-funded pro- 
grams,,where men are abuul twice as likely to obtain fund- 
ing as women. Funding from employers is, of course, un- • 
available to those who are entering or reentering the labpng 
market or are seeking education for new jobs— those more /^ 
likely to be women— while funding is^more readily avaij- v? ^^ 
able for those seeking^promotion in present jobs— tHose:|^^^^^ 
more likely to be men; Further, employer-funded ptx)gram^^^ 
are more likely to be available to executives a;nd mai^agersl^ 
(who are predominantly men) than to clerical Nvorkers (pr^-^a 
dominantly wpmen]^ (Cross and Zusman 1979). / " |S 

^The situation is quite different forblacks and Hispaiiics|||y 
At every age level for both men and women; the participa|» 
,tion of blacks and Hispanics in part-time adult education isj|l 
about half that for whites (NCES 1982). Between l^>69^n^ 

1975, the participation fate in aduU education for whites;^^^ 
.increased from 10.2 percent to 1 1 .7 percent to 12: 1 pei>>i;:5^ 
cent. In contrast, the participation rates of blacks sho>^ 

a consistent decrease, from 7.8 percent to 7:4 percent 

6.9 percenter , ■ ' ^^■■^^W^^■&0l^ 

. The apparent^idening of the gap between blacks andi^:|g" 
whites in adult education is puzzling. It fails to hold up iifi|||. 
some analyses, and'a positive interpretation could be put||^ 
on it if one assumed that the greater availability of financial^ 
aid for blacks between 1969 and 1975 resulted in a shift out | 
of part-time adult education into full-time college study^ A;^ 
carefully controlled statistical analysis of data from thegife^^^ 
1975 NCES triennial survey found that blackness and/pr^; 
low family income in and of themselves have little clirectg^ 
effect on participation (Anderson and Darkenwajd 1979):5|| 
The severe underrepresehtation of thes^groups in adult ^-'^''^ 

^ ?While data (or 1981 show a rise in participation to 13.8 percent for whiid;| 
. and 7.5 percent for blacks, the survey definitions.and procedures used forj!r 
this information were sufficiently different to render comparisons of : 
trends of dubious value. ^ , ,,. 



ivieducation is due largely to other factors associated with 
P^ poyerly, especially low educational attainment, the ques- 
ift tic>n of whether race per se is a deterrcnt.to participation in 
ffkadiiit Education needs further study, especially by age 
:M group and educational background^ 

Barriers to Participation in Adult Education 
Because it is usually the people who "need'' education 
most who fail to participate in voluntary adult education, 
understanding the barriers to participation has been a sub- 
ject of special interest to educational researchers and pol- 
icy makers. Unfortunately, it is usually even harder to find 
out why people do not do something than why they do. 
Although asking people what prevents them from doing 
' " something it is presumed they would like to do^has many 
' . problems; that method has been the most common ap- 
proach to identifying the barriers to participation. The 
barriers that people identify, usually from checklists pre- 
sented to them on questionnaires or in interviews, can be 
classified under three headings: situational, institutional, 
\ and dispositional."S/7//rt//o«rt/ harriers are those arising 
.from one> situation in life at a given time. Lack of time 
^ ^ because of responsibilities on the job or at home, for exam- 
pie, deters large numbers of potential learners aged 25 to 
45. Lack of money deters young people and other low- 
'X income individuals; lack of child care deters young par- 
5\ ents. Institutional harriers consist of alj those practices and 
f^; , procedures that exclude or discourage working adults from 
p; participating in educational activities— inconvenient sched- 
^ ules or locations, full-time fees for part-time study, inap- 
\ ' propriatc courses of study, for example. Dispositional har- 
riers relate to people's attitudes and perceptions of 
' themselves as learners. Many older citizens, for example, 
jr. feel that they are too old to learn. Adults with poor educa- 

tional backgrounds frequently lack interest in learning or 
[ confidence in their ability to learfv. The data in table 4 re- 
r fleet barriers that people feel are "important in keeping 
[[ . [them] from learning what [they] want to learn" (Carp,- 
S Peterson, and Roelfs 1974). 

fi> ' The motivation for adult learning is inevitably complex 
t and consists of a combination of variables (see Cross 1981, 
fe Ch. 4, 5, and 6, for research, theory, and a model for ana- 
I r lyzing the barriers to participation). Slates, however, have 
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TABLE 4 ^ " 

PERCEIVED BARRIERS TO LEARNING 



Barriers 

Situational barriers 

Cost, including tuition, books, child care, and so on 

Not enough time 

Home responsibilities 

Job responsibilities ' 

No child care 

No transportation 

No place to study or practice 

Friends or family don't like the idea 



Percent of • 
Potential 
Learners' 

53 
46 

32 - 

28 

II 

. 8 
7 
3 



Institutional barriers 

Don't want to go to school full time 

Amount of time required to complete program 

Courses aren't scheduled when J can attend 

No. information about offerings 

Strict attendance requirements 

Courses I want don't seem to be available 

Too much red tape in getting enrolled . 

Don't meet requirements to begin program 

No v/ay to get credit orja degree 

Dispositional barriers 

Afraid that I'm too old to begin 

Low grades in past, not confident of my ability 

Not enough energy and stamina 

Don't enjoy studying . 

Tired of school, tired of classrooms 

Don't know what to learn or what it would lead to 

Hesitate to seem too ambitious 



35 
21 

*^ 

16 
15 \ 
12 
10 

6 

5 



17 
12 
9 
9 
6 
5 
3 



-Potential learners are those who indicated a desire to learn but who are 
not currently engaged in organized instruction. 

Source: Cross 1981. p. 99. , 

a limited number of options for lowering the barriers. The - 
most common statewide approaches to increasing access; to 
educational opportunities for adult part-time learners are; 
offering special programs for targeted subpopulatioris perr^' 
ceived to ''need" education, makin^information availabler 



in about exisUng oppoitu^^ adjusting costs for students, 
i i.and taking education to learners in isolated or underserved 
' areas through technological means. The remainder of this 
• chapter presents a general picture of what the states are 
/ doing in thfese four areas. 



Targeted Subpopulations 

The particular populations that are targeted for special 
attention in adult education vary enormously state by' 
state. Some states are especially interested in programs for 
the elderly, others for particular minority groups, still oth- 
ers for non-English-speaking refugees. This sectipn con- 
centrates on three groups common to many states — ^^adult 
illiterates and functional illiterates, non-English-speaking 
adults, and the elderly. 

In almpst all states, adults with limited conimunication 
skills present a clear and unambiguous priority. One in five 
adults, 23 million Americans, lack the abilities in reading, ; 
writing, and computation needed to handle'the minimal 
. demands of daily living, and an additional 34 million are 
able to function but not proficiently (Hunter.and Harmon 

1979, p. 27). increasingly, states are taking action to make ' 
sure that students.graduating from high school are not 
functionally illiterate. Thirty states require eighth grade 
skills in reading and writing to qualify for a high school 
diploma (Hunter and Harrnon 1979, p. 25). The goal, of 
course, is to reach young people before they become illiter- 
ate adults, but in the meantime, out-of-school adults still . 

.must be reached. Recent Jgures show substantial increases 
in enrollments in adult basic and secondary education. 
Over 2 million adults participated in these programs in 

1980, a 14 percent increase over each of the previous two 
years (NCES 1981). 

The majority (81 percent) of people enrolled in adult 
basic and secondary education programs are less than 45 
years old arid looking for work; 45 percent are enrolled in 
; the basic level (grades I to 8), 26 percent in secondary- 
. level programs (grades 9 to 12), and 28 percent in Ungraded 
programs, which are usually designed for people of limited 
English-speaking ability; Statistics vary enormously among 
states; nearly half of all adults in basic and secondary edu- 
fe;cation: programs areln four states: Florida, California, 

California, Flor- 



m 




ida, and Texas combined enroll two-thirds of the Hispanic 
participants;/he District of Columbia, Georgia, Missis- 
sippi, and Sputh Carolina enroll more blacks than whites; 
and Florida enrolls more than half of the participants 65 dr7 S|| 
older (NCES 1981). " ^ 

The question that is surfacing now in many states is not ^ 
whether attention and support should be given to adult , * y| 
basic skills but where the primary responsibility should lie j 
to reduce overlap and competition yet make access to ba- 
sic educational opportunity available to adults throughout 
the state. " - 

In many states, the community colleges, with their com- ■ J|| 
milment to open admissions and adult part-time learners, ^^:|| 
have developed extensive remedial pi*pgrams for adults. : , ||| 
Doing so, however, has . ^metimes brought them into di- ;||| 
rect competition with programs offered by local school ||| 
districts. In California, hpih community colleges and local ;]|| 
school districts havie responsibilities for adult education, rflll 
but the primary respon^bility for adult education involving 
non-collegiate-level wp'rk is assigned by statute to the 
school districts. The assignment is mdre complicated than |: 
it looks, however. Cdmmunity college districts may offer 
adult basic education and courses leading to a high sch6olg||| 
diploma if mutual agreement exists between high schools|||^ 
and unified school districts and community colleges. 
Througlv this process of mutual agreement , seven commu||^ 
nity college districts do haveTespoh^bility for adult educ^^i^ 



tion in their jurisdiction— inclucjing high school diploma 
programs, occupational training programs; adult conUnuin|||J 
education, and remedial education,: ^ v 

In Illinois, community colleges have provided the majc)r|;j|^ 
ity of elementary and high school completipn programs.^^^^^^""''^^ 
although in some regions of the state, high schools have ^ 
assumed responsibility. Legislation created local planning; -^^ 
districts for adult basic and secondary education congruent !:;^|| 
with existing community college district boundaries and • i|J 
required that planning documents agreeable to both high 
schools and community colleges in the district be submit-^ 
ted to the State Board of Education before funds would be|^ 
provided (Wallhaus and Rodk 1983): ; ^ 

^ In Florida, the Adult General Education Act of 1981 ^||| 
specifies that all adults must Haye the opportunity to ^p;.;:-:;)^^ 
quire the basic skills necessary tdfiinctidn effectively inf^'^^^^^^ 




society; and considerable effort has gone into establishing 
both local (by community college district) and statewide . 
coordinating councils and advisory groups (Bing 1982, 
•p. 8). In general, the state's role in ensuring access to adult 
&asic education and high school completion programs has 
been to create financial incentives.and to encourage (in- 
creasingly to require) local resolution of local disputes. . s 

A second targipt group, adults with limited English, has 
received renewed attention with the influx of imrhigrants 
from Indochina and Latin America. Nationwide, the 
growth in classes for non-English-speaking adults has 
nearly tripled, from 206,400 in 1977 to 577,400 in 1980. 
Much of-this growth can be attributed to California, which 
enrolls 36 percent of all adults in this program (NCES 
1981). ' . / 

The variety of educational services needed for recent 
immigrant groups runs the gamut from basic education to 
bilingual education to the documentation of education and 
experience of well-educated immigrants. The New Jersey. 
■Statewide Testing and Assessment. Center, forexample; 
helped Cuban professi{)nals who had left Cuba without 
documentation verifj/ing their education or experience \ 
establish their qualifications (Simbsko 1983). 

A third target subgroup has received very little attention 
to date by either state or federal governm'ent, but with the 
aging of the U.S. population and with better health and. ' 
^increasing longevity, the elderly are beginning to. receive 
; modest attention, most of it in the form of tuition waivers 
:to colleges and universities (Romaniuk 1982). The elderly 

fare among the least wdl-educated subpopulatipns in the | 
United States; despite substantial recent gains, they also 

f are quite unlikeiy.to be participating in any form of a ^ 

J or continuing education. In 1981, only 8 percent of those 55 ^ d 

I to 64 years of age and only 3 percent of those 65, and older 
participated in any form of organized adult learning. No § 
subpopulation recognized in the NCES, data tabulations * ;> 

had lower rates of participation than adults over the age of | 
65, except adults with 0 to 8 years of schooling (which S 
would include large numbers pfthe elderly) (NCES 1983).' " 

,;; These figures contrast starkly to the recommendations \ 
from the past two White House Conferences on Aging. In 

i 1971; thexonference stated that **education is a basic right " . , 

?of all age groups. It is continuous and henceforth one of - 



the ways of enabling ojder people to have a ful and mean- 
ingful life , and as a means of helping them deveiop their 
potential resource for the betterment of society" (p. 6). 
The 1981 White House Conference on Aging reiterated that - 
education for older people is not only a right but a necessity. 
' Initiatives for doing something about access to educa- 
tional opportunity for the elderly seem to ha\je started with : 
institutions rather than with state or federal policy. In 
1979, roughly one-third of all institutions of/higher educa- 
tion waived or reduced tuition for older people. One-half of 
them had adoptedsuch policies before the implementation 
of statewide policies, and 274 institutions indicated that 
their policy existed before the 1971 White House Confer- 
ence on Aging (Romaniuk 1982, p. 7). 

Most states adopted pblicies. regarding older adult learn- 
ers in the mid-1970s, either through legislation or^hrough 
action by the appropriate governing board (Romaniilk 
' 1982). .Most states waived tuition and allowed^ older people 
to take regular courses for credit, usually, however, only 
when space was available,.Si)me states have policies per- ' , ^ 
mitting students whose fees have been waived to be 
counted into the tptal determination of full-time equivalent ■ 
(FTE) students, thus providing an incentive for institutions .it 
to develop programs to, attract older learners. In other ^ I 
cases, older stddents whose fees have been waived cannot • 
be counted toward FTE enrollments, even if they are regis^,.r 
tered for regular credit courses. In states where this policy 
is in effect, the institution bears 1 00 percent of the cost | 
associated with the attendance of older learners— a signifi-'' 
cant disincentive to developing appropriate programs for j . \ 
the elderly. 

The assumption underlying the policy to waive fees is ' 
thk older people have the desire and ability to participate . | 
in' college classes but lack the money to do so (Romaniuk r 
1982). Research does not demonstrate the valid ' ' 

assumption, however.. Indeed y cpllege classes are among , 4 
the least favored learning opportunities mentioned by the f 
eideVly, and cost is actually mpre likely to be mentioned as 
a barrier to education by young people than by older peot ' j' 
ple;(Cross.l981). So why do states offer this particular 
policy as their major option fol' access for the elderly? - 
Perhaps *:.the most cogei)t, covert explanation for why 



Isuch'State policies became popular was that they appeared 
I to be giving senior citizens an outstanding benefit, while 
costing the state littlje or nothing in return"(Romaniuk 
; 1982, p. 16). pespit*2 the rather dubious motivation, the 
question remains: Do the programs appear to be meeting 
the need-^r perhaps a need — of older learners? ''After 
almost ten years, during which U.S. postsecondary educa- 
tional institutions have adopted, on a wide scale, tuition- 
waiver plans tor senior citizens, embarrassingly little is 
known about the diverse programs scattered among 43 
states" (Long 1980, p.- 140). 

Based oil the available research, however, very few 
elderly people, relative to their numbers in the popu.ation, 
participate in these fee-waiver programs — typjcally fewer 
than I percent — and those who do participate are above 
average in educational background and income. It is un- 
; clear whether these programs would be continued if they 
were more successful, i.e., if large nunribers of the elderly 
began to take advantage of them. No state with large num- 
bers of people over.60(iFlorida; California, New York) has 
an FTE reimbursement plan, which would encourage insti- 
tutions to attract older learners (Romaniuk 1982, p. 58). ^ 
While it seems clear that tuition waivers are not an ade- 
quate response to the educational needs of the/growing 
' population of elderly citizens, even those programs are in 
jeopardy because it is the institutions that are supporting 
and underwriting most of the costs for administering pro- 
. grams for older adults: Without some additional incentives, 
^ it seems highly unlikely that colleges and universities will 

expand their efforts or do anything very creative in the 
• way of de veloping programs for this target group, (See 
l^omaniuk 1982 for an excellent discussion of the issues 
involved in devising programs for the elderly from the per- 
spective ofboth potential learners and potential providers.) 
^ The identification of subgroups of adults needing special 
; attention is probably the most realistic way to reach the 
hard-to-reach adult, but such programs are expensive. 
They require ''totaj .push" efforts, including dedicated 
staffing^ energetic recruiting, locations accessible by the ' 
' target group, and special counseling and support .programs . 
?: Giyen^^b realities in most states, the big question is 

li'how to assign priorities among the possible target groups 
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that coiild benefit from education. AllhoLh it is likely that 
most states are plagued by tlje problem of competing de- ' 
mands from the advocates of a variety of population sub- * 
groups, ho solution, partial solution, or even constructive . 
way to address the problem is apparent. Y6t it is painfully 
clear that without state incentives and intervention the gap^^ 
between the poorly educated and the well educated will . ^ 
continue to grow. In hard times, especially, educators will ^ 
direct their programs to affluent, easy-lo-readi, and easy- 
to-leach adults. Access for disadvantaged sub-groups will 
simply not occur ip a laissez-faire or free-market approach . 

to adult education. ' • 

0 \ • 

Providing Information about Adult \ 
Educational Opportunities ^ 

The provision of information about adult learning oppor- 
tunities has been called the ''missing link" in adult educa- 
tion (Cross 1978; New York State Education Department 
1981). Research suggests that the major need in adult edu- 
cation is not more opportunities but a better^syslerij of 
linking potential learners to already existing option^ (Peter- 
son and Hefferlin 1975). In recognition of this fact, t|ie , 
1976 Amendments to the Higher Education Act authorized.' 
a three-year program of Educational Information Centers. 
The centers were to be state-level efforts to deliver ii^for- ^ 
mation and guidance to adults. Although the federal pro- ^ 
gram authorized $90 million tbtal.for the three years, ihe 
program was never funded at more than $3.5 million in any 
of the three years of its existence .vWhen that amount AVas,. 
divided arAohg 50 states, it amounted to little more thah 
seed money. That seed money did, however, manage l6 , 
start a number of states on the path to designing mfornr^a- 
tion systems. Providing information'about adult educati^on 
opportunities, however, has slipped since the 1970s andi is 
fairly low on most state agendas today. Slates should b^ % 
involved for a number of reasons, however (Hilton 1983 
First, statesjieed information about who is providing 
what to whom for^their own coordination and planning. 
Demands for new programs, competition amotig-providel-s 
>vaste ajid overlap cannot be addressed without accurate^ 
up-to-date information on the educational resources of th^e 
state. Once collected, the resources cannoT'be efficiently 
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/ used Without some way of connecting potential learners 
V wj)h the available opportunities. 

tSJ^Second, most provider-sponsored outreach activities 
' tend to b6 "provider-centered*' rather tha««^Mearner- 
iti; centered.'* The information is provided as advertising to 
# ^^attract nevv customers rather than to inform potential cori- 
v ^sumers of their alternatives; 

Third, state intervention is, probably essential for social 

equity. Left lo themselves, entrepreneurial providers 

(which include colleges and universities these days) will 

target both their programs and their informational efforts 

to paying, motivated customers who ten4 to be well-edu- 
cated people with good jobs. Doing so will most certainly 

increase the educational gap between the haves and the 
: have-nots. 

Fourth, well-informed consumers are probably the most 
cflFcctive force on providers to offer quality programs at 
reasonable cost. ^'Regulation'' is going to be'virtually im- 
possible in the face of the vast diversity of providers of 
' adult education. . 

fifth, states can take advantage. of certain economies of 
-scale in the collection and dissemination of extensive 
' amounts of information. Moreover, with the increasing use 
of technology, distance delivery mechanisms, and external 
, degrees, purely local information systems will not provide 
complete information on which to make decisions. 

Sixth, some coordination of format is^essential if adults 
are to be able to" compare and to select the alternatives that 
- are best for them! • v 

These reasons for state //ivo/vemert/ do not necessarily 
imply that the state needs to be the direct provider of th§ 
i services. Educational brokering services linking potential 
1 students to providers already 'exist in most state3.\Many of 
them are local, community-based counseling services that 
' derive their basic funding from federal, state, local, or 
I foundation grants. They may be based in schools or cbl- 

I leges, in libraries; in social service agencies, or even in 
industry. The New York Telephone Company, for exam- 

^- ' pie, with funding frorp FIPSE, trained eight educational 
advisors whose sep/ices are in such great demand that an 

II / appointment must be mj^de 2^)2 months in advance (McGar- \ 
i'A", raghy and Reilly^l 98 1). This situation is not very desirable, 

'L ■ ' ■ ' ■ ■ ' '■' 
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but it suggests that the neetl is ther,e. Experience with 
employer-based information.tjnd advisory services both 



here and in Europe sugge 
place to reach adults who 



ts that the workplace is a good 
arc not well served by traditional 
eduTaUonTThe majority served by New York 

Telephone Company advisors, for example, are nonmana- 

gerial women. i . , j 

In New, York,'a Kellog ; Foundation grant has helped to 
expand educational and career information centers based 
in libraries. Libraries ha\ e long served as both the reposi- 
tories and retrievers of ir formation. Their neutral image 
and their extensive system of branch libraries located in 
neighborhoods make them a frequently overlooked natural 
for providing informatio iWbout educational and career 

-opportunities. \ ° ■ . 

" in. Oregon, the Careef Information Service is organized 
as a center at the UniveUi'ty of Oregon's School- of Com- 
munity SeVvice and PublicUffairs. but the computers that 
make the information available to adults can be found in " 
schools and colleges; litfraries, and shopping centers. An 
Oregon study found tha,t'two-thirds of the adults who ex- 
perimented with the coKiputer weie willing to pay. $5.00 or 
more to use it. a user fee that would support the cost (Ore- 
gon Educational Coordinating Commission 1976). The two 
most complete brokerage services are likely to be clustered 
at the extremes of" the humanistic/technological continuum 
of individualized services. At the humanistic end are a,^ 
substantial number of small community-based organiza-^- , 
tions with volunteer help and meager funding whose exper- 
tise lies more in-their personalized counseling and advo^ 
cacy for educationally disadvantaged adults than in their 
collation and retrieval ofcurrent information about the 
options. Some evidence suggests that these people- 
oriented services are more effective with poorl;/. educated 
adults than are either printed directories of educational 
options or computerized information centers (Cross 1978). 

At the other end of the spectrum are the interactive Com- 
puter guidance systems such as SlGl (System.of Interac- 
• live Guidance ancl Information), developed by; Educational 
Testing Service, ^nd Dl'SCOVER, available from American 
College Testing Program. Both SlGl and DISCOVER use 
the computer to hh\p the user explore values, interests, and 



skills and to match them with career and educational op- 
tions. Versions ofSlGl and DISCOVER are currently be- 
ing developed that are specifically lor adults, the latter 
incorporating earlier software of the Council on the As- 
sessment of ExpeViential Learning called ENCORE, which 
helps learners inventory their prior learning and learn how 
it can be converted to college credit. 

: The most interesting variation on the theme of providing 
information to adult learners is New .York^s 'TIan to 
Learn'' public awareness campaign. The campaign is a 
comprehensive program to make New York residents 
aware of the importance of adult learning, the extent of 
present participation, and the variety, quality, and accessi- 
bility of learning opportunities in the state. The governor's 
office proclaimed Adult Learning Week, and press and 
public service announcements, adult learning fairs, local 
organizations, etc., will uUempt to convince adults that 
learning is fun and a legitimate adult activity and thai age, 
previous education, geography, handicaps, and finances 
are not barriers to learning (New York Stale Education 
Department 1982). 

An encouraging number of creative initiatives have ap-\ 
peared from a great variety of sources with respect to proV 
vjding information about adult learning. If a trend is appar\ 
ent in all this variety, it seems to be toward computerized 
systems to provide information, bolstered by human coun- 
selors providing outreach and advocacy. 

One of the advantagcslthat states should be looking for 
in the computerized systems is feedback from potential 
students about their educational needs. In the 1970s, al- 
most every slate conducted a statewide ''needs assess- 
ment" to try to'delermine adults' needs and desires. Typi- 
cally, they were one-shot surveys that all too frequently 
collected and disseminated data v/ilhout ever implementing 
the findings (Cross~1983.). It should be possible to provide 
gpntinuous feedback from computer users that would be 
potentially more useful! in planning adult education than the\ 
occasionar'study" of iidult educational needs. ^ 

The dissemination of informatiori about a state's educa- 
tionar resources is critical to planning, use, efficiency, op- 
portunity, and ultimately quality assurance. But if access 
for underserved populations is to be a priority, far more 
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information is needed than we now have about which dis- 
semination methods reach which populations and how 
recipients turn information into action. 

Student Costs • . , 

Participation in adult education is associated with annual 

familyMncome.in 1981. only 6 percent of the population 
with family incomes under $7,500 participated in organized 
adult educational activities, while almost 19 percent ot 
those with family incomes over $50,000 did so (NCES 
1983). Further, the percentage increased steadily as level 
of family income increased. 

States that wish to improve access to low-income groups 
may conclude that the cost of taking adult education 
courses may be acting as a barrier to participation. Under- 
representation by low-iiicome groups is more complex than 
such a simple answer. buV.costs are a factor amenable , to , 
state policy. Little research has compared costs to students 
of various adult learning services, although the charge for 
. ..any one type of education can vary enormously from state 
to state. 

No state intentionally singles out adult students to pay 
higher prices for their education and training. Many poli- 
cies and programs do have the effect of discriminating 
against part-time students or people who did not acquire 
certain skills in'the traditional age sequence, however^ 

Some of the dispai-ities in cost between full-time and 
part-time students are based on.conscious policy choices 
by state decision makers— based, for instance, on the be- 
lief that part-time learners are probably working full-time 
and therefore can afford to pay more. But more often than 
\ not they are simply extensions of financial policy enacted 
'before the adult learning movement blossomed. Few states 
haV^Vomprehensively tackled the difficult questions raised, 
by the issue of pricing policy for adult learners: 

• • What kinds of adul^learning arei considered to have 
"social benefits" andxiherefore arc worthy of stale 

subsidy? \ ' ■ 

• What criteria should be bsed to distinguish between 
what states will and will n6t. subsidize— -location of the 
course? time of day offered?\ourse content? student 
outcomes? 



• Arc ccrlain calcgoi ics of adiill learning more appropri- 
alcly supported by federal and local governments? 
What if federal and local support docs not stretch to fit 
the demand? 

« • Should states concentrate cost benefits on those 

groups previously not well represented in adult educa- 
tion or simply let those who are most interested re- 
ceive support? 

• Can educational prices serve as a kind of ''screening 
device'' for how sincere adults are about furthering 
their education and training? - 

State policy makers do address many of these questions ' 
when making decisions about program and course subsi- 
dies, tuition, and financial aid programs. States could also 
choose to reduce the costs of education to adults through 
vouchers or employer and individual incentives. 

Program and course subsidies 

The most important decisions states make that affect stu- 
dents' costs are determining what will be fully, partially, or 
not at all subsidized by public funds. State government 
subsidies are determined by a number of variables, such as 
credit and noncredit hours, on-campus or oflF-campus stu- 
dents and activities, and availability . of external support 
^ (Jonsen 1978, p. 363). 

No two states subsidize adult learning in the same way, 
although some generalizations are possible. For instance, 
most states supplement federal and local funds in areas of 
English as a Second Language, high school equivalency, 
and adult basic education so that costs to students are rnin- 
imal (Bing 1982). Most states heavily subsidize vocational 
job training at public institutions. On the other hand, con- 
tinuing education for professionals is rarely subsidized by 
state funds as it ''directly enhances the earning power of 
presently employed individuals'' and often ''the private 
sector will invest in this kind of education" (Pickens 1980,. 
p. 11). Finally, most states expject learners to pick up the 
costs of avocational/recreation^l courses. 

One issue that complicates comparisons between states 
and even within a single state ik how certain terms are 
■ defined. The meanings of "credit" versus "noncredit" and 
V ''off-campus" versus "on-campus" often, cause such con- 
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irovcrsy within a stale thai dcfinilions must be spelled out 

in stale law or adminislralive code. And what may be _ 

agreed lo as the definition iVi one sector of postsecondary 
education does not necessarily work for another. **The 
broad scope of the community college mission may make 
the distinction between credit and noncredit less sharp 
than it is at the four-year leveP' (Jonsen 1978, p. 364). In 
addition, the broad geographic service area lines usually 
drawn around community colleges may mean there is no^^ 
real distinction made about what is offered **off-campus/\ 

Some states have attempted to look beyond such general 
terms to determine what is worthy of subsidy. A review of 
state planning documents and education statutes reveals a 
fascinating array of criteria that states have chosen to help 
make finer distinctions. They range from course location, 
time of day offered, and time it takes to complete the 
course to the subject or purpose of the course. 

For example, in a 1974 report on adult and continuing 
education, a Texas task force approached the issue from a 
' philosophical standpoint of what are reasonable expecta- 
tions of adult learners. 

. A compelling reason {exisLsj for having continuing edu- 
. cation students pay for a significant portion of the cost ' 
of their instruction— program succ^ess and relevance are 
greatly enhanced, if not ensured, by having the partid- 
pant pay for what he or she is learning. Adults, it has 
been concluded, do not pay for education which is not 
relevant to their needs or not of a quality to meet their 
objectives. It is considered essential, therefore: that 
public continuing education programs be supported 
partially by student tuition fees (Coordinating Board 
1974, p. 18). . / 

What is unusual about this example is that Texas ap- 
proached the issue from the standpoint of what is appropri- 
ate for adults to pay rather than what the state should be 
subsidizing. Of course, once having decided that some 
contribution from adult learners is appropriate, the more . 
difficult question of how much that contribution should 
cover arises. 

Oregon chose to .use place of instruction as a criterion 
for subsidy. State law wjIs amended in 1978 lo define.con- 



.linuing education as *'limilcd lo inslniclion scheduled lobe 
held al least 30 miles beyond the campus of the 4-year 
insliluiion QfTering such instruclion'.' (Oregon Revised Stat- 
utes, Section 348, 450, (2)). This law had the effect of limit- 
ing slate support of continuing education offered by four- 
year institutions to that offered within 30 miles of a 
campus. 

The Arizona legislature made statutory changes in 1981 
to allow subsidies for some courses offered in a time se- 
quence different from most courses. Community colleges 
can now receive state funding for '*open entry-open exit" 
vocational courses, defined as ''those vocational and tech- 
nical education classes which commence at various times 
throughout the year'' (Education Commission of the States 
1981). Presumably, this means lower costs to students, 
because they typically would be paying for instruction in 
less time than a full semester or a year. 

In Maryland's community college system, priorities have 
been established for what is eligible for state funding, what 
might be eligible, and what is not eligible. Courses in 
vocational-technical education, industrial training, develop- 
mental education, community development, and health 
and safety education all receive state subsidies. Courses 
in another jjroup receive funding only after review by 
the State Board for Community Colleges. They include 
courses that ''fulfill supplemental, certification, licensure 
or relicensurc educational requirements for professionals 
within the community college's service area> when they 
provide learnifig opportunities for the elderly, and when 
they provide educational and traiviing opportunities for the 
fiaridicapped" (Maryland State BoiVid for Community Col- 
leges 1978. p. 3). 

Sbme states have alteifipted to look beyond course titles 
to the purpose of the course to determine eligibility for . 
st^le subsidy. This issui^ is one of the more complex ones 
for state policy boards; beca.1ise it can involve trying to 
determine students' motivation for taking the co irse, stu- 
dent outcomes- and *'rigor of coursework and assess- 

Tiie state of Nebraska made suci'i an attempt in its J978 
Goals Qnd Recommend^ Jionri for Adult and Continuing 
f: Education Instructional Programs, Tbie, legislature charged 
i the Nebraska Coordinating CoiTimission for Postsecondary 
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Educaiiori with arriving at "clear iclcniiricaiion of adult and 
continuing education responsibilities between elementary- 
secondary level and postsecondary level to prevent dupli- 
cation of effort" (p. I). The Commission identified five 
m^jor forms of adult'and continuing education, where they 
were being offered, and the revenue source associated with 
each program, (see table 5). 

Graphic display of this information made it clear to the 
Commission that "delivery systems and funding sources 
overlapbetween leveh of adult and continuing education 
(p. 24). Based on the legislative directive, the Commission 
report went on to recommend delineation of responsibility 
in the various forms and defined their meaning, objectives, 
and delivery system. The Commission arrived at an "ideal 
scheme" of who would offer what, forms and how they 
would be financed. These recommendations included (1) 
eliminating local subsidy for avocational-recreational 
courses at secondary, iwo-year postsecondary. and gradu- 
ate levels; (2) taking four-year postsecondary institutions 
out of adult basic education altogether; (3) increasing tui- 
tion (and hence decreasing government subsidy) for voca- 
tional education at secondary and two-year postsecondary 
institutions; and (4) increasing the proportion. of costs 
picked up by tuition for degree-credit education in four- 
year and graduate institutions. ... 

Probably the most regressive approach to determining 
what is worthy of state subsidy is when states base funding 
on the time of day courses are offered. In several states, 
evening and weekend instruction— much of it identical to 
daytime programs— is not eligible for state support, which 
has the obvious effect of having working adults pay full 
cost for what is heavily subsidized for younger, full-time 
students. A report from the Minnesota Higher Education 
Coordinating Board (1981) explains the historical reasoning 
behind this approach and vyhy it believes that policy should 
be changed. 

Tlw separate funding status of Continimg Education 
and Extension is a lef-acy of a time when the public did 
■ not expect postsecondary institutions to devote serious 
eJfoNH to serving the entire adiilt population. 1 1 was a 
time when formal education was restricted to youth; arid 
further education had connotations of serving the cul- \, 
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FUNDING OF ADUI.T AND CONTINUING EDUCATION, BY LKVKL OF INSTITUTION, 
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Instnictional Pro)>rutns . 

of Adiih and 
Con(lmiln)> Kdiicatioii 

Adulj basic education 
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Vocational-occupational education 
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Continuing professional education 
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I Cooperative extension courses 
X ^ Major funding (more than 60 percent) 
Y = Minor funding (less than 15 percent) 
Z = Relatively equal funding (within a 10 percent range) 
* " Changes recommended 

Source: Nebraska Coordinating Commission lor Poslsccondiiry liducalion 1978. 
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tmil interests of the leisured classes. Wldle Contimimfi 
Ediicatlln and Extension provides ediudtional enrich- 
ment to the general public, It also has developed Into an 
important means of access for adults who are acquirhifi 
their basic undergraduate and mdmtc education. If • 
these aims arc worth snpportinfi, public policy should be 
neutrcd in funding delivery at different times and places 
. . .(p.6). 

Similarly. Massachusetts public colleges and universities 
run generally lucrative divisions of continuing and graduate ,. 
education, which offer degree programs in the evening and 
which by law are not eligible for state support. This policy 
financially penalizes adults who have work or family re- 
sponsibilities during the day. because the cost of a three- 
credit course in a Massachusetts state college is $75 for a 
part-time student during the day and $135 in the evening. 
Over the course of an entire undergraduate degree pro- 
gram, this differqice would add up to costing an evening 
student $7,200 more than a day student! 

'One final criterion that might be used for determining 
state subsidy has been suggested by the California Com- 
munity Colleges Board of G9vernors. In 1982. the state 
legislature directed the board to develop a contingency fee 
plan in the event that revenue shortfalls in fiscal 1984 
would require that tuition be charged for the first time. 
Believing that those pursuing their first college degree 
should continue to receive tuition-free community college 
education, the board adopted a novel plan that would 
charge tuition "just to those students who have completed 
a degree or a certain number of credits" or who were not 
enrolled as matriculating students (California Community 

Colleges 1982). .. . , 

These few examples from the states indicate the complex 
issues involved in determining what is worthy of state sub- 
sidy and to what extent. States that have looked beyond 
such simple classifications as credit and noncredit, on- 
campus or off-campus, seem to have a better chance of 
setting equitable charges based on learning needs rather 
than on personal circumstances. 

Tuition ' , 

If costs influence adults" participation, then states can opt 
for low- or nb-tuitiph policies to reduce that barrier. Call- 
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fornia has defended its no-luilion policy ul community 
colleges on ihc grounds thai il improves access for low- 
income groups. Other states as well strive to keep tuition 
low at community colleges, which are the primary {pro- 
viders of adult educatioQ/ Policy makers continually debate 
the balance between keeping tuitions low enough to en- 
courage access while having students who can atTord to 
pay share part of the cost for their education. It is gener- 
ally agreed that a no-tuition policy is an extremely expen- 
sive way to improve access. In fact, all states now charge 
tuition at public colleges and universities. 

When states choose to raise tuition, they often couple it 
with increased financial aid monies to not unduly hurt low- 
income students. This solution is not satisfactory for adult> 
part-time learners/ however, because they typically are 
ineligible fof- aid. For needy adults, ''\{ would be preferable 

V to devise methods for dealing with those special cases that 
• would not require low tuition for everyone* —perhaps 

some modifications in financial needs analysis systems and 
■ : giving greater discretion to financial aid officers to make 

selective tuition waivers (Breheman and Nelson 1981, 
i p. 109), [ . 

Many states also seek to maintain a tuition difTerential 
between their community colleges and four-year colleges 
and universities, A greater percent of lownncome students 
do attend community colleges, but it is not clear that .they 
necessarily choose to do so because they have compared 

0 prices. Greater participation in community colleges by 

V low-income adults may have more to do with open admis- 
: sions, flexible admissions and registration procedures, 

; geographic convenience, instructional offerings, and avail- 
; able support services. 

Some. states have attempted to formulate tuition policy 
:;; based on agreement about what level of support is appro- 
priate and reasonable to expect from public and from indi- 
i- vidual support, A few staies base tuition charges on a per- 

1 centage of the cost of instruction. Students in Pour-year 
[■ colleges and universities are generally expected to pay a 

higher percentage of the cost of instruction so as to main- 
1 lain the desired tuition diflFerential between segments. In 
;| ; most states, however, tuition charges have become more 
|i$"pf an annual political football. Tuition is raised to cover the 
||;^ap between the cost of running the higher education enter- 



prise and ihc amounl the stale is willing lo chip in from 
general fund revenues. 

Finally, ii appears thai, by and large, it is more expen- 
sive to obtain a degree as a part-time student than as a lull- 
time student at any type of college or university. Per-unit 
tuition costs generally average out to be higher for part- 
time than for full-time students, This disparity would not 
be enormous, but it docs add to the extra costs of being an 
adult student, States seeking tootTsct pending declines in" 
enrollment with increased part-time adult students may 
wish to reconsider such disparities. 

Financial aid programs 

A survey of stale agency heads and campus leaders in 10 
stales found that "inadequate financial aid for adult stu- 
dents was recognized by many rcspondcnls as the mi\jor 
impediment to fully serving the adult learner" (Bing 1982, 
p. vi). 

Most stales restrict their student financial aid programs 
to students carrying at least a half-time credit load. But 
many slates have confronted the issue of "the appropriate 
limits on publicly supported student aid for adult learners, 
given the need lo establish priorities for the allocation of n 
scarce resources ip different groups of aid Seekers'^ (New 
York Slate Education DeparUncnt I98l-82a, p. 8), 

Part-lime students are now eligible for several federal 
financial aid programs, although ihe^snrpllmenl pallerns 
and needs analysis systems reduce the participation of 
many nonlradilional students (Breneman and Nelson 1981 , 
p. 153). This federal aid may relieve some of the pressure 
on stale officials to come up with assistance for part-lime 
students. At least 17 stales do offer some financial assist- 
ance lo part-lime students (see Education Commission of 
ihe Slates 1981, 1982). . 

Many stale tuition waiver programs reduce educalidhal 
costs for adults who meet special qualifications. In Wiscoh 
sin, for instance, handicapped and disadvantaged students 
in adult basic education and high school programs jire ex- 
empt from payment of tuition (Bing 1982). Many stales 
waive tuition for members of the National Guard, and 
other groups (Vietnam veterans, displaced homemakers, 
law enforcement officers, and members of particular pro- 



fcssions) also arc beneficiaries ol* stale luiiion assistance 
programs,. 

Financial aid can mean a significant reduction in the cost 
of obtaining a degree for an adult student. As many adult 
learners are not enrolled in degree programs, however, 
extending state financial aid funds to part-time students 
will not affect their out-of-pocket costs. 



Vouchers 

State governments presumably could choose to ofi^er edu- 
cational entitlements or vouchers to adults. Thesc'direct 
awaVds might be restricted to specific types oflearning or 
to a particular category oflearncrs (Kurland, Purga, and 
Hilton 1982, p. 37). A state may determine, for instance/ 
that adults lacking high school equivalency skills should be 
entitled to the necessary instruction to gain those basic 
skills, or a state might also decide that all residents are 
entitled to two years of free postsecondary education. The 
choice of when and where would be up to the student. 
Group vouchers might be awarded to adults laid off when 
their place of employment closed or moved out of state; 
they might then choose collectively to purchase new skill 
training from an eligible provider. 

in considering any entitlement or voucher program, state 
officials would have to address possible limits on the pur- 
pose for which awards could be usejd, possible restrictions 
on eligible providers an.d types of programs, and whether 
only certain categories of adults should receive vouchers 
and entitlements. This last issue raises the important ques- 
tion of whether entitlements would make adult learning 
services more attractive to groups not well representedTin 
adult education now; ''Provision oflifelong learning en- 
titlements might be the only way of assuring equity in the 
provision of subsidies for lifelong learning.'./^ publicly pro- 
vided entitlement could be allocated among the different 
' social classes, racial groups, sexes, and so on to reflect the 
special needs of those groups in a way that corresponds to 
social notions of fairness'' (Levin 1978, ip. 342). 

' No state currently uses entitlements or vouchers to en- 
courage adults to take courses or to help reduce their edu- 
' cational costs. And initiatives to use such mechanisms to 
* provide elementary and secondary education have thus far 
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been unsuccessful. They should not be ovuiiookecl \\\ dis- 
cussions on how Ui flnuncc adult learning, however. 

Employer and iax incentives 

States coufd reduce educational costs to adults through 
employer incentives and individual incentive policies, A 
good deal of education and training is already oHcrcd free 
to adults by their employers, But states could encourage 
more of the practice, Tixx laws could be rewritten, for ex- 
ample, to allow businesses to deduct expenses incurred in 
employee education and training programs, particularly 
tuition assistance programs. Tax incentives could be given 
to businesses that retrain workers from obsolete jobs to 
new skills within the same firm. , 
Several states now allow community colleges, and in- 
' crcasingiy other types of institutions, to sell their educa- 
tional services to businesses at full cost. Colleges arrange 
to teach courses specified by the business in the time, 
^placc, and forijiat most convenient to employees. Some 
colleges that have, gone after this market aggressively have 
found it to be a highly lucrative enterprise {California . ' . 
Higher Education 1983), For state officials,' contract educa- 
tion is not without its headaches, however. Controversies : 
may arise over who should determine appropriate charges j 
and whether any of th«>6arned revenue over expenses V 
should be counted against state appropriations. 

Only a few states have used individual income tax de-. 
ductions and credits to help defray educational expenses. 
Current federal tax law allows deductions for those per- 
sons engaged in education to maintain or improve skills 
needed in their current job. This is one federal policy that 
seems to benefit part-time rather than full-time learners. 
Those who attend school full time usually intend to change 
jobs or study anew fi^d to switch careers. Adults cm- 
ployed full time and working on a degree.part time can 
more easily prove how their studies ar^ related to their . 
jobs. 

Some states, such as New York, let parents of college 
students deduct part of tuition payments and offer income 
tax deferments on savings later to be used to support'a 
dependent's education. States could consider extending 
such benefits to adult learners.^ Finally, if states decide not 
to extend financial aid programs to less-than-half-time stu- 



UcnisMhcy might consider ifiiiion lux credits up to some 
spccilled limit lor puymciu of tuition in eligible Institutions 
(Kurland, Purga,and Hilton 1982, p. 37). 

In conclusion, state policies on students' costs seem 
more the result oraeeiclent or tradition than of any rea- 
soned attempt to devise equitable and cnicient pricing floli- 
cies. It Is hard to defend charges that depend more on 
when or where a student attends than on whether the , ' 
learning benclUs the public or only the individual. Many 
Institutions hope to increase enrollments of adult students 
as the number of traditional students shrinks, so now may 
be an opportune time for states to examine whether their 
policies and programs restrict access to adult learners 
through inequitable costs, 

Distance Education through Communications Tcchnologtcs^ 
A finaf approach to improving access for adults is^b use , 
telecommunications technologies *Mo provide" teaching 
facililies to those who would not otherwise have acccs"^ to 
them" (Omee of Technology Assessment 1982, p. 82). ' 
Numerous postseeondary education providers arc using 
three mtyor forms of telecommunications technology: 

• audio (radio, telephone, audio conferencing) 

• • video (open brpadcast television, cable television, 

satellite television, videotape microwave, and video- 
tclcconfcrencing) 

• computer (computer-based instruction, computer- 
based instructional management) (Lcv^'is 1983, p. 30). 

; For scvci'al reasons, the so-called '^distance learning" ap- 
proaches continue to grow in^popularity. They "tend to en- 
joy a lower pcr-student cost than classroom or community- 
based programs, and adult learners appreciate the flexi- 
bility of instructing themselves at a time and place con- , 
' venicnt to their schedule" (Richardson 1980, p. 2). 

The: discussion in this section is limited to states', in- 
volvement in distance learning, the issues raised by those 
approaches, and examples of how some states have re- 

:3Examples In this section are exlracted from comprehensive descriptions 

• of telecommunications projects in Lewis (1983) and Office of Technology 
•r'-Assessment (1982). Lewis also provides addresses where readers can 

. write for more information on many programs mentioned here. 




-'sjjonded to those jssiies. State legislatures and higher edu-T 
cation agencies appear to be involved at three levels: (1) no 
involvement or financial support; (2) the provision of ser- 
vices to help support institutional activities but still no - 
financial assistance; and (3) a statewide or state-level com- 
mitment to development and use of at least one of those ^ ^ 
technologies by providing funding, leadership, and support ;\ 
services to the state's colleges and universities. 'Vj 

No State involvement v ? 

Many providers of distance l^niin^ going about their 
business neither-hampered n^^^^ by the state. 

State officials maycbe-iimihter^^ delivery of dis- 
tance education, may lack the ex^f^is^^ to become in- 
volved, may feel no pressure from Msf^^^^^ or learners 
to take an active role, or 'may^elieve that other means of 
support are more appropriate than state intervention 
I One pervasive support mechanisni'd by institu- 
tions without involving state agencies is t^^^ Consortium^ 
(Purdy 1980). Institutions wishing to share:,costs, informa- 
tion, resources,' and administrative apparatus can join one 
or more of the^many consortia organized around geo- 
graphic ar^as (the North Central [States] Telecommunica- 4 
tions Consortium, for example), by type>f institution ^^^^ 
(American Association of GommunitXian^^^^ Colleges n| 
Instructional Telecommunications Coh^ by subject v|| 

matter (the American Bar Associaffon^^^ Consortium for j 
Professional Eciticationj, by type-p^^ (Cable . 

. Advisory Board for Leai riihg and Education), or by in- , ^J^J 
tended audience (Association for Media-Based Continuing'^^g 

Education for Engineers). — - ' 

A growing number of national consortia provide (or in- 
tend to provide) educational services to adult learners* The.^| 
following examples illustrate thre extent to which adults 
have been identified and targeted'as a potential^ I earning 
market. . » ! . 'S^ 



ThQ A(iult Lear n mg Service of the Public :i[?cj ri^^dcast: 
ing Servite will provide all necessary assistii^ttce to 
help a college join with its local pubHa felevii^^un' sta- 
tion to offer credit, noncredit, and professional and . 
career education^ to adults. r 




• Extended Uses for Television and Radio Productions, 
. sponsored jointly by the Coalition of Adult Education 

Organizations and the National University Continuing 
Education Association, hopes to expand on the poten- 
tial of existing television and radio productions for 
delivering informal adult learning. 

• National U niversity Consortium for Telecommunica- 
tions in Teaching has established a structured, conven- 
ient course of study leading to the bachelor's degree. 

• National University Teleconference Network, founded 
by the continuing education divisions of 68 institu- 
tions, intends to establish a national network for tele- 
conferencing via satellite. 

■ ■ . \ ■ - ■ ' ' i ■ - . . . 

Clearly, one option for states is to encourage mstitutions 
to join the growing numbers of consortia working and plan- 
ning for the delivery of distance education via telecommu- . 
nications. ' / 

Support services / 
Even if a state does not financially/ support distance learn- 
- ing, the staters; higher education agency can provide se» - 
xyices that etihance the possibilities for educational. applica- 
^•jtions of telecommunications. Th^se services can be viewed 
; a s part of the ongoing planning.aad research, coordination, 
'and governmental relations functions of most state boards. 

Several states have recognized the need to develop state- 
. wide, coordinated approaches tor implementing and ac- 
cessing rapid deivelopments in Communications technology 
{Telesccm September/October 982). The Utah Board of 
Regents, for example, appointed a master planning task 
force to make recommendations for a state multiple-option 
telecommunications system (Bing'l982,.p. 47). Occasion- 
ally, such recommendations reUlt in.legislalive proposals 
V for funding distance learning pi^pjects. / 
' As campuses begin to make ^eater use of new delivery / 
t systems, state agencies will wislV to collect data and moni-l 
^tor developments about their use\ State agencies con- | 
i earned with access can attempt to, assess the match be- / 
^ tween adults' needs and available \echhologies, what type's 
.:i,bf adults are benefitting from distance delivery, and the j, 
9:-cos^efFectiveness^nd educational dutcomes of these ap-/ 



proaches. Having such knowledge at hand can better in- 
form state officials as they are involved in planning and : § 
policy making. - 

State boards coordinate and arbitrate between educa- 
tional providers. In 1982, for instance, the Connecticut 
legislature directed the Board of Higher Education and the 
State Board of Education to establish a joint committee to 
coordinate the efficient use of technologies. They are to ; 
work with the state Library Board and Connecticut Publip 
Television to develop a long-range plan for investment in 
telecommunications and data processing (Education Coriip 
mission of the States 1982). In Rhode Island, the Postseci 
ondary Education Commission established a coordinating^ 
body called the Rhode Island Higher Education Teleyisipri 
Council, through which all public and independent colleges;.|| 
and universities and private career schools are expected toj 
cooperate as they develop telecoiirses and public service j 
programming for statewide distribution through cable tele-l 
vision cpmpanies (Education Commission of the States | 

1982). ^ ' ' '■■■■■-•j 

State agencies can also arbitrate disputes between or ; 
about providers. After much concern had been expressed ;:^;||| 
oyer how to accredit and license telecommunication ser-^|| 
vices that crossed state boundaries, the organization bf^ :|] 
directors of state higher education agencies (SHEEQ) isl^l; 
helping address the issue. SHEEO and the Council on ^ 
Postsecondary Accreditation received a federal grant toJ;;|p||| 
find ways within the regional and specialized accrediting||| 
associations and state authorizing agencies to deal with|yii -^^^^ 
''eliminating unnecessary barriers whilie preserving the} 
critical elements of consumer protection arid quality assur^^ ^ 
ance" (7e/^^cart September/October 1982, p. 4). • ; 4|i 

States may also find themselves involved in disputes 
among their own institutions. Teachers at two traiditional ; || 
campuses in Coast Community College District" (California);!^ 
recently protested that telecourses offered through innova- 
tive Coastline Community College are academically sub: )|| 
standard, which has prompted review by both four-year -''^^ 
systems in the state (California State University and the;i 
, University of California) as to whether the courises shouldJII 
continue to be accepted for academic credit; As these is-f ' 
sues arise, state agencies may increasingly find thernselves ^^ 
called on to assess the quality gf distance learning.. 



Officials of state higher education agencies are often 
i called upon to represent educational institutions. on state- 
'c< wide boards, such as the public broadcasting commission, 
$ andVbefore the governor and legislature. One role state 
' agencies might play before licensing bodies that are allocat- 
: . ing spac^ on new cable TV franchises is to serve as a 
source of expertise and advocacy for local educators who 
wish {6 argue before the licensing board that certain space 
be set aside for educational purposes (Goldstein 1981, 
p. .42). Some stale boards may be in a position to advocate 
. legislative appropriations for distance delivery in institu- 
tional budgets. The New York State Department of Educa- 
tion took one such step when it proposed that legislation 
: allowing the Commissioner of Education to establish spe- 

i. r cial conversion formulas for distance learning as part of 
' / student aid to pubiic schools be extended to adult pr6- 

:: grams (Bing 1982, p. 33). States can also conduct car^- 
; paigns to inform the public of courses available for credit 
;:, through distance education. - / 

State agencies can improve the quality of distance learn- 

ing offered by institutions by sponsoring initiatives^that 
I; • - support that learning. For instance, lack of good library 

resources for distance learners is often mentioned as a 
li'l^problem. The New York Regents hope to gain legislative 
I i approval for a series of proposals that would tie participat- 
I ing libraries more closely together through bibliographic 

ii, data bases and information retrieval systems. The Educa- 
I' i tion Commission of the States suggests that states offer tax 
if ;V.incentives to business, industry, and others for donations 
i:/,of flinds, equipment, OS- technical services to promoteuse 

of telecommunications technologies (McClure 1983, p. 5). 
|C1 Policy. makers should delve more deeply into the present 
I ' educational incentive structure if they^are interested in 
|;/ creating more efficient delivery systems. *This incentive 
|) structure [with fixed faculty, physical plant, and mainte- 
11/ .: nance costs] explains why telecommunications systems 
PI ;* have been used to extend traditional higher education ' 
fey: rather than transform it; [and] why costs of technology 
|nf have always been additive rather than allowing technology 

' to substitute for labor [costs]'' (Tucker 1982, p. 4). 
As costs rise and ^Mssues grow more complex, [higher 
|f|;<'! education decision. makers] will have to have available to 
ten \n\he area of telecommunica- 



tions policy and procurement" (Tucker 1982, p, 19). Issues | 
surrounding distance learning are relevant to all state pro- ; - 
gram areas (budgeting, academic; planning, information^ ■ 
systems), so whether state agencies choose to become ^ 
directly involved in the delivery of distance education or , 
not, they may well need to develop such expertise to better 
perform research, coordination, and governmental rela- v 
tions. 

Direct support 

A few states have chosen to become directly involved in 
distance delivery of educational programs. Some of the 
statewide projects are ajmed primarily at ori-campus learn- ; 
ers, but reaching adults oflp-campus is at least a secondary | 
service market for all these projects. The one characteristic ^ 
tying these projects together is that they owe their exis- 
tence to state legislative appropriations. 

The Indiana Higher Education Telecommunications. Sys-'- j 
tem (IHETS) is the only statewide telecommunications 
system used solely for higher education. Distance delivery ; 
services focus on the continuing education of profession- 
als, including media personnel, engineers, pharmacists, 
educators, and government employees. In 1980-81, 1 HETS| 
began offering telecourses for undergraduate credit. The :^ 
legislature appropriates money annu aliy . to IHETS v WliicK;;|| 
is administered by Indiana University on behalf. of all -T^^gj^^ 
colleges and learning centers in the state. While regular on|| 
campus classes may be most students' first preference, anrgj 
increasing proportion of adult learners want the conyen^ :;;| 
ience offered by television coursies delivered to their 
homes. . v^. 

The Kentucky Council on Higher Education also took 
leadership in this area by forming the Telecommunications || 
Consortium in 1978. Undergraduate, graduate, and contin|;| 
uing education courses are broadcast statewide by the 
Kentucky Educational Television, which provides free air-;i f 
time to the consortium. The consortium is administered by 
the Council on Higher Education, which supports membe^^^^^^^^ 
institutions by providing such services as publicity, telerW^gl 
course leasing^ research, and faculty workshops. ''^^^ 

The state of Alaska has been called a/*forerunner in ; ; 
educational information technology'* (Office of Technology^ 
Assessment 1982, p. 227) because of its extensive u^e of -.J 



'i;ielecommunications to ext^ education acrpssi long dis- 
Itances. After extensive investment in technology for com- 
^Unic^^^^^^ added a.n educational component in 

111977 with broadps-st of daytime instructional televisio^l 
I; programs' by sai^^ffliie. In .5930. the ^tate, appropriated $8.6 
.^^^^ i^^^^^^^ im^Jment an instructional television and audio 
conferencintW^^tcm known as the LEARN/Alaska 
Netvwv.. The network is managed by the University of 
Alaska Inb'i^uctional Telecommunications Consortium and 
broadcasts nearly 18 hours of programming per day for 
audiences ranging from preschool through adult. Despite 
its growing popularity, problems both unique to Alaska 
(five different time zones in the state) and ubiquitous (local 
cable TV operators that perceive unfair competition with 
private industry) are reported. 
One example of a major state commitment to distance ^ 
^ learning is the University of Wisconsin-Extension's In- 
structional Communications System (ICS). ICS is an um- 
brella unit for three major intei-active teleconference 
networks— the largest telephone-based educational deliv- 
ery system in the country. Each semester, pver 150 
I courses are offered, jjrimarily in professional continuing 
?' education and public service. Because of the nature of its 
V.noncredit offerings , over 36,000 people a year take part in^ 
ICS programs. The system is supported through general ^ 
ipr. fund appropriations and programming revenue. 

^ Several other states serve as primary financial support- 
i!/ ers of telecommunications projects but not directly from 
l^l'i state appropriations. Several statewide governing boards 
|lf have chosen to budget, part of their legislative appropria- 
?f tion to sponsor consortiums for distance delivery, 
r* The Kansas Regents ContinuirigrEducation Network— 
^\ TELENET— is bne siich example. The network ofi^ers pri- 

. marily noncredit continuing education for professionals 
•V and is administered by the Division of Continuing Educa- 
j[, tion at Kansas State University: All six regents- institu- 
& tions contribute to programming and operation of the 
If fhetwork. Many of the courses are specifically designed to 
i; meet requirements of continuing education mandated by 
L' state law. TELENET also ofi^ers graduate and uridergradu- 
t;!' ate credit courses. By joint agreement, each institution 
Ik accepts credit for TELENET courses sponsored by each 
t} of the other regents' institutions. This system ofi^ers a 
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unique approach topro^mAw access for Kansas residents^^|||§ 
because eadh institution sponsoi^ at least one program not 
available at the other five institudons^courses in these i ;^^^^^^^ 
programs aine'primex 

Other states that support distance learning through insU "^ 
tutional efforts and consortia include Florida, Iowa, West 
Virginia, and Maryland. In Maryland, the state appropri- : 
ates to the Maryland Center for Public Broadcasting part 
of the budget to operate the Maryland College of the Air. 
Other revenue is raised by the per-student enrollment fees 
paid to the center by the 19 participating colleges and uni- ; 
versities.' ' ■ . • ' . 

Issues raised by distance learning 

Those involved with distance learning feport numerous 
issues that inevitably must be cpnfronted: faculty resist- 
ance, high start-up costs, the availability of appropriate ; 
software, access to prime air time, ongoing financial sup-fe^l 
port, little control over ifederal regulations and decisipnsy 3pj 
made in the private sector. But because few states have 
chosen to operate; distance delivery systems directly, m6st||| 
of these operational issues will best l?e left for resol^ionJat}||| 
the campus level.' State. officials may instead be face^ witHS^ 
the policy issues that arise from educational applications|of[^ 
communications technology. Whether states fiind dis.tance|« 
learning directly or hot, they can expect eventually to haye|S 
to address issues of finance, equityvand quality. 0^^^^-y^^^; M 

Apparently no.state has. integrated ongoing support for 
distance learners with annual institutional appropriatipns^||i|^ 
Mos:t states continue to fiind institutions based on ehroll4 |:|^ 
ments, and distance learning simply requires sdmethihg| 1^ 
other than fiill-time equivalent students as a proxy fpr|c:os 
because development costs are muph higher than tradi-; ?^^^^ 
tional delivery but once developed can be much niore cost||^ 
effective. Attendance patterns arid support services re-.::-;-'{i-M 
quired by the two approaches are not comparable. ^^^^^^^^^ ; > 

As noted, some states have addressed this issue by maki||| 
ing distance delivery systems a separate budget item (Ken||j^ 
tucky, Indiana) or by approving the expenditure of fiirids ||^^ 
within a system budget (Kansas, West Virginia): Some r;g 
statew:ide projects have received initial funding from fed; 
eral funding agencies (largely FIPSE and the National In-^ ' 




if^stitute of Education) and hope to survive-after-the grant 
expires by user fees and state support. 

• ( Because distance learningiis relatively new, it is almost 

/impossible for state decision makers to know What is ap- 
propriate for funding. F " 
tion, and state support was given to the development of 
television courses. Now it appears that providers have 
found it much less expfcnsive to lease at least some pro- 
grams from each other and from national producers such as 
the Public Broadcasting Service. Other states are reluctant 
to invest in a specific telecommunications technology while 
the industry is still in flux. And in some states, an element, 
of dubiousness may be present among some policy makers, 
who suspect that institutions are grabbing desperately at. . 

. new gimmicks to bolster declining enrollments. With all 
such qualms that accompany educational reform, it is little, 
wonder that most statewide distance delivery to date is in 
relatively low-cost continuing education, not offered for 

V credit. 

Distance delivery certainly means improved access to 
educational opportunity by time of day and place of learn- 
: ing. It is not clear that it means improved access by type of 
' learner, however. An Alaskan educator with considerable 
experience in distance delivery believes that **the policy 
questions must be more clearly viewed as access for what 
' purposes, to what information, by whom, and under what 
•{ " cirQumstances'V(Metty 1983, p. 28): In fact, ''electrojiic 
media are serving primarily individuals who are predis- 
; posed to pursue further education because of their pre- 
j vious educational background-* (Lewis 1983, p. 62). A 

tyi5ical enrollee is a white female aged 25 to 40 who gradu- 
I ; ated from high school, attended college for a time, and has 
h a family income oyer $15,000. 

: Few statewide projects thus far are directed toward im- 
proving access for those vyith low incomes and low educa- 
' tional attainment. (Two. notable exceptions are Wisconsin's 

Technical College of the Air and a state network of.cable 
\ programs in New York, both aimed at adults in need of 
i:^^ high school equivalency instruction.) '.'.As a whole . . . the 
l^^postsecondary education cbmmunity is not fully exploiting 
If' 'the capacities of electronic media to change existing pat- 
I; • terns of adult participation in education*' (Lewis 1983, 



p. 62). Most programs continue to exclude other traditic)n-;J|||| 
ally underrepresented populations (the handicapped, mi- S^^lj^^ 
nority language groups, older Adults), . and access to mainy 
of the new technologies is increasingly tied to the learner's Mai 
economic status (Lewis 1983). B^J 
No examples of quality control or monitoring at the state||i 
level are. apparent. New delivery systems are usually sub- |?|| 
jected to far greater scrutiny locally than traditional pro- • : 
gramming, which is likely to be the case with distance de-r : | 
livery via telecommunications technology. States that fund | 
these systems may well find themselves more heavily in- 
volved in the regulation of these programs as they become 
a larger item in the budget. v| 

State agencies of higher education are in a particularly 
advantageous position in distance education through tele- 
communications! By familiarizing themselves with the i 
technologies and what they have to offer to education, 
state officials can become advocates for acceptance and; 
advancement of these systems. But as ''neutral parties^ tolj^ 
the actual delivery of services, they can look with a critical|& 
eye at who is being served by the technologies and how^^ yl^ 
well. Much remains unknown about the delivery capacities-|g 
and limitations of the various technologies and their co^t-^^^^^ 
effectiveness. State agencies can help institutions and p'ol- 
icy makers think through these issues to provide a frame-5 ^ 
workfbr further development of distance learning; "It Wiiy^|^ 
pay to think now about where they make sense.and where:;|^ 
they do not, and. why. A difiFerent kind of planning 1$ called^ 
for, one that makes room for new entrants and hew techj- j;^|^ 
nologies, where that serves the public interest, and at the 
same time preserves what is best in the current system, 
where that is most appropriate" (TXicker 1982, pp. 20-21). i gp 
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• What types of quality assurance mechanisms are appropriate . 
for what types of providers? 

• Should quality assurance take into account the personal 

■ ■ responsib^ adults have for making their own decisions 
i and accepting the consequences?. 

• Will market forces alone act to combat fraudulent practices? 
'• Are there ways short of regulation for states to help protect 

their citizens? 

r • What does '^ensuring quality" mean in regard to adult learn- 
ing services? 

• What are the respective roles of states and accrediting asso- 
ciations in ensuring quality? 



■i For some years now, the quality of degree programs for 
-adults has been a matter of concern. In 1977, researchers 
if from the Center for Research and Development in Higher 
y Education at the University of California in Berkeley stud- 
vied nontraditional programs for adults: 

■ Of all the problems and issues discussed iti our inter- 
views, none received more attention and concern than 
those relating to pro^^ram quality and effectiveness. In- 
: deed, we were struck by what appeared to he a sense of 
J- > urgency at all levejs— institutional, state, and federal-- 
% for mechanisms, criteria, and procedures to assess and 
; : assure the quality ofnontraditional degree education 
' (Bowen, Edelstein, and Medsker 1979, p. 106). 

The mechanisms, criteria, and procedures for assessing 
- quality are not easily devised, but accrediting agencies, 
Si stales^ and institutions themselves have made considerable 
|:j;progress over the past few years. So far, almost all of the 
lliattention to quality in adult programming has gone to pro- 
ligrams or procedures that resulted in degree credit. Degree 
programs, however, are just the tip of the iceberg in adult 
.^education. Questions are now being raised about whether 
ASnoncredit programs, especially those supported by public 
Ipfunds, should be subject to some type of review and qual- 
lifeity assurance. Even if the education offered is not publicly 
funded, should states assume some responsibility for ^^con- 
teumer protection" in education, or should they, assume 
l^^hat adults are responsible for making their own decisions 
W about where to spend their time and their money? If a free- 
FK.- ■ . ■ ■■ .... ■ . . • 
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market policy is followed, is it reasoriabie lo hope that 
''good' • programs Wilf drive but V'bad"? Can adults be , 
educated to be wise consumers so thai the proliferation of ^^i*^ 
regulations and restrictions is unnecessary? > 
The questions . about quality in adult education are rising 
far faster than the answers. In fact, it appears that the far: i 
ther state agencies advance into issues of quajjty in adult . '[ 
education, the more questions they uncover, worse than ^ 
uncovering difficult questions, however, is the prospect of . 
doing nothing to assure quality in adult education. 

A comprehensive long-range plan for quality control in ^ 
adult education is found in ''New York Stale Goals for 
Adult Learning Services'' (New York Stale Education 
Department I98I). It is as yet a plan, however, that New 
York hopes to implement by the year 2000. The basic tenet ' > 
of the plan's goal number 6, "Quality Control in 2000," is 
that quality will be obtained by "creating better informed 
citizens and strengthening consumer protection arrange- 
ments" (p. 9). Consistent with this precept is the allocation' ^ 
of shared responsibility for quality among adult learners,' . / 
the Board of Regents arid the State Education Department, ^if 
providers, and voluntary accrediting and other associa- 
'tions. Goal 6 is an integral part of a broad set of goals that , . 
support quality from several dimensions. Goal 7, "Assess- 
ment of Learning Outcomes," for example, stresses the v\ 

' , need for the development of assessment centers where . 
adults may verify the results of their learning efforts. The ' v 
implementation of this goal would support the assumption '--^ 
'in Goal 6 that informed choice by consumers is an impor- \ki 
tant part of quality assurance. Goal 5, "Information and 
Guidance Services,',' also supports quality in adult educa- ' 

^-fio^TBy calling for information and guidance services that -^-f 
would make consumers aware of their options. The New ; 
York goals are appealing with respect to quality assurance- ,';, 
because they build toward a plan that will eventually en- ' '\l 
Compass all education, credit and noricredit, without hav- 
ing to regulate and review separately the enormous variety 
' of programs that are appearing (see Appendix A). They do, 
however, assume that adults can and will become "in- 
formed consumers." At the present time, energy in most 
states seemS'lo be directed more toward external review , 
and regulation of degree programs than toward making 
adults informed consumers. 



- Since most states are currently addressing quality only in 
■ degree: programs, the discussion of quality in this mono- 
id graph is confined to programis and procedures that offer 
degrees or academic credjt. They include off-campus de- 
gree programs, including those offered on military bases, 
and nontraditional programs, including procedures such as 
- credit-by-examination and credit.for experiential learning, 
that result in the-granting of academic credit. 

Off-Campus Degree Programs 

States have probably given more attention to the prolifera- 
tion and quality of off-campus degree programs than to any 
other single aspect of adult education. Several factors arc 
responsible. The programs grew very rapidly, they tended 
to generate complaints from competing colleges, and peo- 
ple get more excited about quality in degree programs than 
in noncredit programs. , \ 

The proliferation of off-campus degree programs was 
especialjy great in the mid-1970s. A 1978 study conducted 
by the Carnegie Council on Policy Studies in Higher Edu- 
cation reported that 63 percent of al! institutions of higher 
education were placing more emphasis on recruiting stu- 
dents for off-campus programs than they did in 1970 and-: -.^^-^ 
that 65 percent expected to be doing even more by 1986;^^^-^ 
Colleges anticipating the greatest gains were those falling 
^ in the Carnegie categories of "doctorate-granting universi- 
ties" and "comprehensive universities and colleges" with 
■92 percent and 95 percent, respectively, expecting further 
increases in off-campus degree programs by 1986 (Stadt- 
man 1980). 

-The expansion of off-campus programs has apparently 
slowed somewhat in recent years, primarily because of the 
^ concern expressed by state agenqies and accrediting asso- 
'\ ciations over quality and quantity. Some colleges with far- 
' ' flung centers are operating fewer off-campus center^'than 
\ was the case a few years ago, and state review procedures 
^ in a few states have also reduced off-camp.us activities. In 
\ Alabama, for example, off-campus credit production de- 
' creased 70 percent between 1978-andJ 981 , after state re- 
rf'iWiew procedures were initiated (Education Commission of 

"the States 1982). j . 

T'i'i • ^ Beginning in the mid-1970s, many states began to review 
V; off-campus programs and/or to require approval of new 



programs,^ Review procedures were often hastily imple- > !i:|J 
menled, however. The easiesl, and possilJly most short- 
sighted, approach was to simply' require that off-campus 'i^^ 
programs meef the same criteria for quality as on-campus --^^ 
programs. That approach had two problems . Fir^t was the , 
failure' to distinguish between nontraditional programs that : 
were designed from the ground up for mature adult learn- 
ers and programs that were ^^nontraditional" only with [^{^ 
respect to location and schedule. The integrity of the truly 
nontraditional programs was likely to be compromised by 
demanding that they be small replicas of on-campus in- 
struction. Second was the related problem that certain 
nontraditional procedures— for example, learning con- 
tracts, independent study— could not be evaluated by the 
usual on-campus process variables. Accreditation teams 
looking at campus programs, for example, almost always 
look at process variables like administration, finiincial re- 
sources, library resources, and st dent services. Even if 
student outcome; measures are presented in the self-study, , ::.^| 
they rarely figure in accreditation procedures. The proce- 
dures used to assess nontraditional and traditional pro- ;, ||| 
grams may be legitimately different. ^^Institutions predomi- :'':|| 
nantly traditional in character usually place primary ifl 
emphasis on structure and process with less attention given:vJJ|| 
to outcomes. Institutions predominantly nontraditional in 
character usually place primary emphasis on outcomes 
with less attention to structure and process" (Andrews 

1978, p. 13). .■ ■ ' :';:|| 

It is interesting that nontraditional programs (with the ; 
notable exception of graduate level program^) have gener- :'M 
ally been less subject to criticism with respect to quality ; M| 
4han credit courses that have, simply been moved off cam- 

4Siaie aulhorilies coniemplaling the adoption of policies for review and ■ 
approval of off-campus and noniradilionaL^egree programs might profit- . ,y| 
ably read two documents issued by the C^Jtincil on Postsecondary Ac- 
creditation (CO PA). The first is the summary of an 18-month study startedj: |4 
in 1977 with $95,000 from the Kellogg Foundation. to devise some recom^ .;;J7| 
mendations for the assessment of nontraditionaVeducation (Andrews; - 
1978). The second is a policy statement on off-campus.credit programs . . ;V,ji 
adoptedbyCOPA in April 1983. ^ 
5A large and generaUy emotional literature exist i on the pros and cons of 
nontraditional doctpral programs," which is bey .nd the scope of this . firjl 
■ monograph. See Jac'bbs and Allen (1982) for a good discussion of these is- ..-^p 
sues, especially Kniippv pp. 43-63. See also Phi Delta Kappatu November 
I978 and April 1979. ■ - , , " 
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pus? Two reasons are apparent. The first is that the design? 

ers of nontraditional programs have frequently been inno- --^''-yy^^^^-^i 
" vati^e and dedicated people who have a philosophy about . ^ 

education for adults and are eager to design a program with III! 
integrity and quality that offers adults different and, in their • ■■■/'. /'y'^^. 

: opinion, more appropriate learning experiences than those 

' available to 18- to 24-year-olds. The second is that the ; 

easiest programs to launch are off^campus programs, 

vy,hich io the naive seem only a matter of seeking new loca- ; 
7 lions to tap new markets. It is these programs, assumed to ^' 

be olf-campus replicas of on-campus services, that have 

resulted in charges of inferior quality. 
; The literature abounds with discussion of process" 

versus '"outcome" assessments (see, for example. Craven 

1980; Folger 1977; Marcus, Leone, and Goldberg 1983; 
; Stauflfer 1981), and mapy contend that the problem would 

be solved if all assessments were outcpme-oriented. The 

problem is that outcome measures are still in a primitive 

state of developme^jt, and it is difficult to assess degree . ' 

programs, on or off campus, with outcome measures alone. 

Moreover, ''factors such as faculty, library,. resources, and 

others can reasonably be assumed to Have a direct influ- 
ence on the performance of students" (Petersen 1981, p. 

57). ■ ■ . \ ' 

The accrediting associa^ons, which have given more 

serious attention to issuers of quality in off-campus and 

nontraditional education than anyone else, suggest that a . 
^ common procedure for assessing quality can span the full 

range of degree prografTis for adults. Andrews (1978), , , 

^ authorof a three-year study of nontraditional programs, ' i 
IH contends that postsecondary education should be viewed 

as a continuum, with the traditional institutions or pro- 
' grams at one end and the nontraditional at the other end. , 
j'\ While the /m;c of ouiedinfie/process variables. used 
'i; assessmentof traditional programs would differ from those , 
i; . used for nontraditional programs, the procedures woU^^ ^ 
]{r common. Andrews recommends movement toward a 

^^process-performance model" to accommodate both tradi- 
r tional and nontraditional programs in the samcaccredita- 

tion model. 

}f This position now seems central among authorities on 

•quality assessment, with most pressijig for thedevelop- mf( 
^XQent of better outcome measures for both on-campus arid^ ' . ' ' 3^ 



off-campu^ programs, ''Unfortunulely, on most campuses j 
assessing outcomes has not been tried and found difficult: 
ratHer, ix has been found difficult and seldom tried" 
(Kii-kwood 1981, p. 65). j 

St«te^Actions | 
Stales have taken a variety of actions in the past two yeai-s 
tojensure the quality of off-campus programs: ( 
1 ' ' 

• In Alabama, after the Commission on Higher Educa- 
' Ition was granted statutory review and approval au- 
thority for off-campus programs, the State Board of , 

.1 Education challenged the authority of the commission 
to review off-campus operations in two-year institu- ^ 
tions: The Commission's authority was upheld by thei 
court, however. 1 

• The Ohio B9ard of Regents requires prior approval of 1 
any new off-campus programs that represent more i 
than half the coursework toward a degree. 1 

, • In Texas, steps have been taken to strengthen the i 
K Coordinating Board's control over branch campus 
operations. In this case, accreditation agencies are 
required to conduce separate evaluations of the branch 
campus operations of independent institutions. 

• In Virginia, all out-of-state institutions must seek the 
approval of the State Council of Higher Education lo 
operate in the state. Council staff make site visits ^o 

^determine compliance with state standards. Since the 
council began approving institutions in 1980, about a - 
dozen sites have ceased operation, still, leaving, as.of 
January 1982, 33 out-of-state institutions operating at 
5 1 sites in Virginia (Education Commission of the 
States 19.81, 1982). 

The Illinois Board of Higher Education has recently 
adopted a comprehensive policy for review and approval of 
off-campus programs. Because it appears represetitatiye of 
the type of concerns addressed by g6verning^anid_cw 
nating boards nationwide,-it5-major-provisions with respect 
to quality assurance are summarized heire. (Thp policy als6> 
addresses problems of proliferation and turf disputes; for 
details arrci special conditions, see Illinois Board of Higher 
Education (1983):) ;/" 



The policy has three primary obi^ctives: first, thht Ouy- 
campus programs be responsive to the educational need, 
of Illinois students, communities, and industries; sicond, 
that otT-cumpus programs be of high quality; and tlijird, thj 
oflF-campus programs reflect the most effective u'^*: r** the 
state's, students', and institutions' rc^ u . \ The overall 
goal is ''to strike a balance between ^couraging respon- 
siveness to educational priorities anc Mii^*? ig stringency 
and quality assurance and effective use ..i cducatiojnal re- 
sources/' The board's approval is required if a program 
offered at a new degree site constitutes more than 50 per- 
cent of the credit hours required tor a degree. In addition, 
colleges and universities must annually inform thejboard of 
the number of courses offered and course enrollments by 
discipline and by degree level for each off-campus opera- 
tion, old or new, in state or out of state. iThe board is au- 
thorized to review periodically all programs of public col- 
leges and universities and to advise the appropriate 
governing boards if the. contributions of the programs are 
not educationally and economically justified. In ^ddition, 
the board may review the off-campus programs of indepen- 
dent and out-of-state institutions. / 

The criteria for approval are spelled out in some detail, 
but in general, admissions, curricula, faculty, and support 
services are equated to on-campus standards. Certain spe- 
cial pl*ovisions exist, however, for nontraditional progrartis 
(those whose design, curricular content, and/or educational, 
objectives are not amenable to site-specific approval, those 
whose delivery mechanisms preclude the identification of a 
specific geographic location, and those delivered over tele- 
communications or broadcast systems that sQtyt several 
sites simultaneously). ' | 

The Oregon Educational Coordinating Commission takes 
a somewhat different approach. It places primary responsi- 
bility for maintaining quality in off-campus programs on 
individual institutions, deliberately rejecting course ap- 
proval or review by the com"mission. / 

There are distinct di^erences between on- kind off- 
campus instructional models. The traditional on-campus 
model assumes a hroad^representation of instructional 
disciplines, availability qJ full-time scholars and faculty, 
opportunities for lihrary\and laboratory research and 



frequent opporumitiesfor out'Of-class contacts with 
other students and faculty members, OJf campus in- 
struction, on the other hand, often has a limited ran^e of 
course offerini^s, relies on part-tinie instructors, empha- 
sizes practical applications, relies less on library or lab- 
oratory research and lacks the community atmosphere 
of the residential campus. 

In addressing quality in of-campus instruction, the . 
objective is generally to make the course content equal, 
not to transport all the on-campus facilities and services 
to an off-campus setting. Off-campus courses and de- 
gree programs can be made similar to their qn-campus 
counterparts, hut not identical with pn-campus residen- 
tial programs (Oregon Educational Coordinating Com- 
mission 1980, p. 4), 

A number of trends .\re revealed in the literature: 

1. States appear to be increasingly involved in the issue 
of quality in off-campus degree programs; actions 
range from issuing guidelines to conducting site re- 
views, • 

2. EflForts are increasingly made toward communication 
and cooperation among states, regional accrediting 
agencies, and institutions, 

3. The approach to defining "quality'' differs from state 
to state, but most ape making their criteria more ex- ^ 
plicit. Differences are emerging in whether .■•quality 
is what exists on campus or whether quality off cam- 
pus has its own disUnctive characteri^^^^ 

Programs on MHitary Bases 

Most of what has already been said about quality assur- 
ance in off-campus degree programs applies as well to pro- 
grams on military bases, but because degree programs ^ 
specifically intended for military personnel constitute one 
of the largest postsecondary entefprisAS in America, this 
special segment of off-campus programs me^ts special 
attention. In 1978, 800,000 service, men and,w^ 
enrolled part time in college- and university-level courses ; 
offered on or near military bases in the United States and, 
around the'world (Bailey 1979), Many military-bases have 



become major cduciUional centers, with as many. sludenls 
as miyor universities (Millard 1983). 

Some states may shrug off responsibility for college pro- 
grams on military bases, reasoning that the responsibility 
belongs to the Department of Defense or other federal 
agency. A report issued by a speci^al task force of the Edu- 
cation Commission of the States (1977), however, recom- 
: mended that states play a strong leadership role and work 
'with the Departnfient of Defense and postsecondary institu- 
tions to plan and coordinate educational opportunities for 
military personnel/' 

This recommendation should be seriously considered for 
three reasons. First, an investigation into the quality of 
courses at military bases shows that quality is **shockingly 
Uneven.'' 

It L: a potpourri of exciting fulfillments and shoddy rip- 
[(\ffs; rigorous standards and credit give-aways; careful 
supervision and no supervision; dedicated academic 
counselling and dreadful (or no) academic counselling; 
adequate academic facilities, miserable academic facili- 
ties; vigorous support from military brass, a back-of the - 
hand from military brass; a fruitful articulation with 
military'Skills training, a barren articulation with 
military'Skilh training (Bailey 1979, p. 2). 

Second, it can be argued that states are in a strong posi- 
tion to improve the quality of programs on bases. 

State agencies license or charter college^ and universi- 
ties under their Jurisdiction. They determine (or can by 
new law determine) which out-of-state instLti4tions 
should he allowed to purvey educational services within 
the states, they have ov can create bureaucratic or advi- 
sory apparatus needed to monitor on-base educational 
enterprises (Bailey 1979, p. 32). 

Third, considerable attention has been given recently to 
improving the quality of programs offered on military ba- 
ses, and review procedures are now being developed. A 
variety of organizations and - 
quality of educational programs in th/? military, including 
the Education Commission of the States, the Council on 
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Poslsecondary Accreditation, the American Association of 
Community and Junior Colleges, the Association of State 
Colleges and Universities, the Council on the Assessment 
of Experiential Learning, and the American Council on 
Education, This section briefly describes present trends 
and the current division oflabor on ensuring quality of 
voluntary education on military t 'm^js, . . ' 

The Council on Poslsecondary Accreditation has taken 
major leadership in working out procedures for ensuring 
quality in educational programs offercJ on military bases ^ 
by accredited colleges and universities, In 1979, at the 
request of the military, COPA sent teams of evalualors to 
20 bases in the United States and abroad where 48 colleges 
were offering courses. On the basis of the case studies, the 
project directors developed a series of recommendations; 
emphasizing that the quality of programs on military bases 
would be considered part of the institution's total integrity 
and that in most respects, quality on base^ should be judged 
by the, same standards and procedures as those used on 
campus. The language of the most recent procedures for 
assessing educational programs on military bases. (COPA 
1983b), while still insisting on comparable curricula and 
qualifications on campus and off for students, administra- 
tors, and faculty, is more flexible. It stresses that, quality 
should be comparable; to on-caitipus programs while ac- 
commodating **special needs of military students to, the 
extent possible without compromising quality. Such ac-v 
commodation may include: flexible scheduling of classes; 
sequencing required courses so thai students may cpmfDlet'e 
programs in a reasonable period of time; awarding credit ' 
for successful completion of in^^Uutional advanced stand- 
ing or other approved standai ' i exanr /nations, for well- 
documented prior learning, at/, i'or relevant military occu- 
pational specialties : . (p. 3), COPA also recommends 
appointing faculty who are suited to teaching adult stu- 
dents in a nontraditional setting" and who meet "defined , 
educationaLneeds of military personnel" (p. 3)>. 

COPA is also, making major progress in bringing order to 
the various responsibilities of the regional associations: 
The questions are complex. Who should conduct the on^ 

, site review— the regional association where the program is 
offered or the regional association where the home institu- 
tion is based? In the former case, regional associations' 



would be departing from their traditional stance of accred- 
iting institutions and moving into accrediting programs. In 
the latter case, all six regional associations could conceiv- 
ably show up on a single baije, representing institutions all 
across the country, In California, recent legislation re- 
quires the Western Association of Schools ai\d Colleges to 
assume responsibility for accrediting ofl-campus programs 
located in the Western region, which may mean visits by 
WASC to programs offered by institutions accredited in 
some other region. The procedures adopted by COPA's 
Assembly of Institutional Accrediting Bodies in March 
1983 smooths these problems put somewhat^ 'The accred- 
iting body in whose area the military base is located shall 
assume primary responsibility for organizing and conduct- 
ing the evaluation. Othe r accreditin g bodies will be invited 
to participate in the evaluation visit when institutes accred- 
ited by them are involved" (COPA 1983b, p, 9). 

The trend with respect to ensuring the quality of volun- 
tary programs offered on military bases is clearly toward 
closer monitoring, increased specification of criteria for 
quality assessment, and greater cooperation and communi- 
cation among states, institutions, and military personnel on 
base and in the Department of Defense, 'Mn only a few 
years, the trend has changed from the. 'quick and dirty' 
evaluative study by outside critics, which brought attention 
to the size, complexity and problems of this segment of 
postsecondary education, to the present emphasis on re- . 
•sponsible involvement , . . '' (Brown 1982, pp. 2-3). 

The Department of Defense has been eager to improve 
the quality of on-base voluntary educational programs and . 
issued DOD Directive 1322.8 to that end. The criteria for 
institutions submitting proposals now contain a heavy em- 
phasis on approval and accreditation by civilian agencies. 
Directive 1322,8 calls for proposals to show evidence that 
the applicable accrediting body has approved the off-cam- 
pus program before the program begins and to agree to be 
evaluated by the appropriate accrediting body during the 
first year of operation and at appropriate times thereafter. 

Some states hav6^been far more active l!ian others in 
. addi'essing this issue, but the usual action is to v^ork to- 
ward better communication on the grounds that every- 
one—state, institutions, accrediting bodies, Department of 
Defense, and inJividual military bases — is working toward 
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the same goal. In Florida, the State Board of Independent 
Colleges and Universities took early leadership and created 
the Advisory Council on Military Education (ACME) to 
facilitate communication. ACME consists of 22 members, 
including state, military, and ihstitutional representatives,. 
Interest has been shown in extending the ACME concept 
to other states with "a significant mnitary presence" 
through regional conferences and cooperation; in fact, 
"a constantly increasing number of stales are now operat- 
ing or creating various advisory and,supervisory groups 
relating to local military education programs" (Brown 
1982, p. 2). 

NontraditionalMethods 

One can now earn academic credit in many ways other than, 
or perhaps in addition to, classroom instruction. Almost all of 
the new alternatives are of special benefit to adults who have 
the ability and maturity to develop a learning plan, who have 
acquired college-level skills. through previbus study or adult \ 
activities, and who are increasingly interested in academic \ 
credentials for upward mobility. 

Although external degrees and independent study are old 
traditions in academe, the spurt in nontraditional proce- , 
dures for awarding credit occurred in the 1970.s. A Carne- 
gie Council survey found that by 1978, 81 percent of the 
colleges and universities in the country awarded credit or 
advanced standing through the College-Level Examination 
Program (CLED, which gives adults an opportunity to 
demonstrate on standardized, examinations that they have 
knowledge comparable to that learned in college classes. 
, In 197Q, by contrast, only 35 percent of colleges and uni- 
versities granted credit for CLEP. The story is similar for 
credit for experiential learning. In 1970, only 14 percent 
of the institutions would consider awarding credit for non- 
coliegiate learning; by 1978, 41 percent would (Stadt- 
man 1980). 

The major nontraditional procedures for granting credit . 
to adults who can demonstrate college-level learning are by 
examihatioh; by assessment of experiential learning, and 
through courses taken from noncoHegiate providers, It is ; 
increasingly possible to put these methods together in vari- j 
ous combinations to earn an external degree. Indeed, as ' 
eariy as 1976, a national study found 54,000 adults enrolled 



in some 250 external degree prograirN in the United States 
(Sosdian 1978), 

States are involved in these alternative routes to degrees 
at several levels now» and any state planning ahead for 
lifelong learning will have to consider quality assurance in 
these nontraditional procedures, New York's goal for the 
assessment of learning outcomes in 2000 is to give credit 
**only for competencies achieved, not for experience or 
participation in a course or other activity'' (New York 
State Education Department 1981, p. 11). The implementa- 
tion of that goal would abolish the distinction between 
traditional and nontraditional procedures for the award of 
credit and require learners to demonstrate competencies 
learned in the classroom as well as externally. The irony is 
that by 2000, we may be requiring students in on-campus 
courses to demonstrate that their achievement is compara- 
ble to off-campus learning, as measured by learner out- 
comes, ^ 

State involvement in credit-granting activities ranges 
from direct services (at least four states offer external de- 
grees by examination) to monitoring the amount of eredit 
granted by institutions competing for adult learners. This 
discussion is limited to quality control in the three major 
nontraditional procedures for grant'ng academic credit. 

Credit by examination 

Granting credit to students who demonstrate on an exami- 
nation that they have acquired knowledge comparable 

to that obtained by students in a college course is an old 
;and widely accepted practice. Most colleges today offer 

students an opportunity to. receive credit or advanced 

placement rather than repeat courses on subjects they 
. already know. 

The best-known national examination program is the 

College-Level Examination Program offered by the College 
..Board. The program was specifically designed for adults, 

and some 125.000 tests are administered annually, with 

another 100,000 administered to military personnel through 

the military's DANTES program. 
Cre(dit by examination is a measure of student learning 

outcomes; it evaluates students' learning rather than 

course procedures. CLEP tests are constructed by college . 

faculty members teaching in the appropriate subject field, 
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and norms arc found by administering the tests to uppro- 
pnate clussos on campus. Levels of dilliculty are adjusted 
to the performance of students completing the appropriate 
on-campus course, but CLEP can only, recommend credit; 
colleges make their own decisions about which tests to 
accept, how much credit to giant, and any necessary resi- ■ 
dence requirements. CLEP offers five general examina- 
tions: English composition, humanities, mathematics, natu- 
ral sciences, and social sciences and history. Some 30 
subject examinations, covering material taught in the most 
common undergraduate courses are also given: American 
literature, freshman English, college algebra, introductory 
sociology, for example. Most of the subject examinations 
arc designed to correspond to one-semester courses, but a 
few correspond to full-year or two-year courses. New York 
has long operated its own examination program, which is^ 
available nationwide and parallels very closely the proce- 
dures and types of examinations used in CLEP. 

Few questions of quality are raised anymore about credit , 
by examination as long as the faculty in the department 
concerned confirnis that the test is appropriate to the 
credits granted. Criticism is more likely to center on 
whether an entire degree should be granted through the use 
of examinations. Can a person learning independently or 
putting together "pieces" of learning experiences be said 
to be college educated? Does not some unmeasurable but 
essential learning take place in interaction with fellow stu- 
dents and teachers? In fact, evidence shows that students 
who spend time in interaction with the instructor and fel- 
low students show more personal growth than those who 
do not (Astin 1977; Chickering 1974). But with so many 
part-time and commuting students, how realistic are the 
ideals of the "community of scholars"? For many working 
adults, the choice is not between an external degree and a 
campus program but between an external .degree and no 
degree. ' 

Credit for experiential learning 

The Council for the Accreditation of Experiential Learning 
(CAEL) distinguishes between "sponsored" and "non- 
sponsored" expenential-learning. The former involves 
nonclassroom learning by enrolled students in internships, 
cooperative education programs, and other learning experi 



cnccs sponsored by ihc college. Nonsponsored expericnlial 
learning refers lo experiences before onrollmenl in a col- 
lege — sclf-direclcd learning, community service* and on- 
ihe-job training, lor example. Because the charges of 
overly permissive standards arc directed primarily at non- 
sponsored experiences and because those procedures arc 
of greatest concern to adult learners, this discussion fo- 
cuses on the assessment of nonsponsored learning. 

Colleges are using one of three nuyor procedures for 
awarding credit for experientjal learning: (I). The student's 
competence is observed and compared to a predetermined 
standard — for example, the student can give an informa- 
tive, interesting,, and persuasive extemporaneous speech; 
(2) the student's competence is compared with the compe- 
tence of others—for example, the student can give an ex- 
temporaneous speech of the same quality as that given by 
students at the end of a one-semester course in public 
speaking; (3) the student's competence is inferred frpm the 
length and breadth of the student's experience — for exam- 
ple, the student has given many speeches as part of job or 
community activities (Knapp and Jacobs 1981). 

The last method, Sc'^ Knapp and Jacobs, is the least 
desirable because learning from experience should be 
recognized, not the experience itse|f. In their survey of 
CAEL institutions, however, the/found 42 percent of the 
institutions using comparison to a predetermined standard, 
21 percent using comparison to the competence of others, 
and 37 percent using.inference from a student's experi- 
ence. Thus, despite the fact that CAEL*s *'first rule" is 
to award credit only on the basis of demonstrated learning, 
a significant number of institutions rely on inference as 
their dominant method, some justifying it on the grounds 
that experienced, full-time faculty members make the 
judgments. ... 
. A major problem for anyone wanting to equate learning 
to educational credits is the lack of a standard semester 
hour On-campus credits are granted without question on 
the basis of tvyo rather dubious assumptions:, (.1) that differ- 
ent students receiving !hre- semester hours in English from 
different instructors have made the same amount of prog- 
^ ress toward the goajs of the college, and (2) that a student 
receiving three semester hours of credit in English has 
made the same amount of progress toward the goals of the 
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college as a sliiclenl receiving three semester hours of 
credit in dance or philosophy (Knupp and Jacobs 1981). If 
the goal of giving credit for otT-campus learning is to make 
it interchangeable with credit awarded for traditional class- 
room study, the problems arc obvious and lend even more 
credence to New York's long-range goal of giving credit 
only for competencies that can be demonstrated. 

A number of efforts are now being made to bring greater 
rigor and accountability to the granting of credit for expe- 
riential learning. Some are nationwide, such as the 300- 
college consortium of GAEL, some arc institutional, and a 
few arc taking on statewide colorations. p. 

The Statewide Testing and Assessment Center at Edison 
State College in New Jersey was established to facilitate 
the awarding of college credit for adult learning regardless 
of where or when that learning took place. Seventeen col- 
leges are members of the Center, whose purposes are: 

/. to enable adult stiuleiits enrolled at traditional eol- 
U'fjies earn college credit throiigh nontraditional 
means and have t.liose credits apply toward tfi^ de- 
gree programs: ' \ 

2 to foster the development andl or expansion oj mslitu- 

tional policies to award credit for college-jevel knowl- 
'edge obtained outside the formal classroom: 

3. to train college faculty to serve as assessors of stu- 
dents' prior learning: 

4. to facilitate the articulation and transfer of credits 
among participating.colleges: 

5. to serve as a regional assessment center model 
(Simosko 1983, p. 3). 

Among the activities of the center h.ns been the training 
of some 250 faculty members to evaluate adults' educa- 
tional bacikgrounds (so-called "portfolio assessment"), 

which, under CAEL's leadership, is becoming an increas- 
ingly rigorous procedure (see, for example. Keeton 1980; 
Knapp 1981; MacTaggairt 1983); Colleges experienced in 
the assessment of experiential learning find that the great- 
est problem how is preparing students for the process ^ 
(Shipton and Steltenpohl 1981). Some colleges are now 
preparing students in classes or workshops where students 
are helped to develop portfolios of past college-level learn- 
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Ihg ihui link ihc assessment ol* lifelong loarRing lo ctluca- 
tionai planning. 

The advantage ol'New Jersey's Statewide Testing ami 
Assessment Center is that it increases expertise, decreases 
the likelihood of institutions' '*using" credit^is a competi- 
tive recruiting device, decreases the expense of establish- 
ing multiple assessment centers, and makes it easier to 
disseminate information and services to students, If the 
assessment of learning outcomes becomes increasingly 
popular, which it seems be doing, states may want to 
consider playing a direct role in assessment, providing 
incentives for institutions to form consortia, or taking 
other steps Jo make the services represent groups of insti- 
tutions rather than individual colleges. 
• * ' \ 

Credit for noncollegiate sponsored instruction I 
Increasingly, adults arc requesting college credit for 
courses taken outside formal educational institutions, and 
increasingly colleges are granting credit for learning that 
can be demonstrated relevant to the student's degree pro- 
gram. Several states have developed a m mbcr of alterna- 
tive routes lo college credit. New York contends that **il is 
sound educational practice to grant academic credit for 
high quality cdiicational programs conducted by noncolle- 
giate organi/alions, provided thai the courses are at the 
college level, and that the credit is appropriate lo an indi- 
vidual's educational program" (Program on Noncollegiate 

Sporisored Instruction 1982, p, I), j 

The surge of interest in credit for courses oflcred by 
noncollegiate providers has a number of reasons. First, 
some of the courses are very similar in format, content, 
and performance, requirements to those taught on campus. 
Second, many noncollegiate orgtinizations are offering 
extensive programs ofcourscs at the college level, and 
they claim that employees are rpore eager to enroll and 
perform well if college credit is available. Third, national 
and statewide mechanisms now exist for assessing the 
quality of such courses and making credit recommenda- 
tions to colleges. Fourth, adults in a competitive job 
market are increasingly interested in converting iKeir 
learning into salable . credentials, ^ ' \ ; - 
" " Two" major programs now exist for cohvef ting learning 
acquired under noncollegiate auspices inlp college' credit. 
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Both arc naiioniil in scope, but one is operutcil by New 
York siuic, the other by the American Council on Ediicu- 
tion (ACE), ACE started shortly after World War II, 
through its Commission on Accrcditution of Service Uxpc- 
riences (CASE), to make credit recommendations for 
courses taught in the military, In 1974, the Boar"a of Direc 
tors of ACE expanded the role of CASE to include other 
alternative routes to college credit. The ACE oflice con- 
cerned with these matters is the Ofilce on Educational 
Credit and Credentials, which exists to reduce the institu- 
tional burden of evaluating students' requests for credit 
while helping students enter the mainstream of postsecon- 
dury education at an appropriate level oT achievement. 

The history of direct credit recommendations for courses 
taught in business and industry and other nQncollcejate 
providers started in January 1974 when the Univers'ity of , 
the State of New York started to evaluate courses taught 
by corporations in New York and to make credit reconi- 
mendations for them. The first pilot study consisted of 102 
courses taught in eight noncollegiate organizations. In 
August ,1974, ACE joined New Yorkr and for three years 
the program was operated jointly. In 1977, ACE withdrew 
to operate its own independent program, and the New 
York program continued under the auspices of the New 
York State Board of Regents.- By 1983, the ACE program 
had become a consortium, listing the following state agen- 
cies as collaborators in the program: Consortium of the . 
California State University and Colleges, Florida Depart- 
ment of Education, Illinois Board of Higher Education, 
Iowa Coordinating Committee for Continuing Educatibn, 
Massachusetts Board of Higher Education, Michigan 
Board of Education, New Jersey Board of Higher Educa- 
tion, North Carolina Joint Committee on Transfer Stu- 
dents Pennsylvania Department of Education, Tennessee 
Higher Education Commissioji. and University of Wiscon- 
sin System Consortium. * ■ jv, V t. 

The scope and procedures of the ACE and New York 
programs are virtually identical. The 1982 catalog pub- , 
lished by the New York Program on Noncollegiate Spon- 
sored instruction (PONSI) contains some 1.565 courses 
offered by 150 organizations tha'. have been evaluated and 
recommended for credit since 1974. The 1982-83 ACE 
pub\\ca{\on. The NaiioncU Guide to^^C^^^^^ 



iionajhr Noncolle^'iate Coun , coniains over 2,000 
courses pflcrcd by 183 noncollcgiute providers, Both cata- 
logs are distributed nationwide to colleges and universities. 
Providers in both programs include business and incluslryj 
professional and trade associations, voluntary associa- • 
tions, labor unions, govcrnmcn!t agencies, hospitals, and 
cultural institutions. In addition, courses using new tech* 
nologies arc making their way into the catalogs. Control 
Data, for axanlpICi has established a learning center 
network, which offers self-taught computer<bascd courses 
in most mtyor cities, In 1980, a special section was added 
to the New York catalog to accommodate courses offered 
under the Comprehensive Emnloyment and IVaining Act, 
The review process for inclutling a course in either cata- 
log is far more stringent than tllat used in the review of 
most college courses, When th^ sponsoring organization 
requests a review by PONSl, t^c following criteria are 
applied before an on-site evaluation Is scheduled: Courses 
ust present what is thought to be college-level material, 
lassroonv based courses conducted over an extended 
eriod sh^*^»ld contain at least 30 hours of instruction; those 
(Fered m ^ * intensive basis should be at least 35 hours in 
uratipn h courses must have a prescribed program of 
'(^^stna ' J be taught by qualified instructors, All 

course* ^n i a include an appropriate method of evaluating 
; ' stud<?nts' p^crformance. In the case of correspondence and 
I independent study courses, a supervised final examination 
must be administered under secure conditions (PONSl 

In admtton, the sponsoring organization must submit 
); vict^nied information about the course, including a syllabus, 
instructional materials, evaluation procedures for measur- 
j)|ing students' performance, criteria and procedures for , : ' 
ptselecting instructors, educational background and work 
jill^xperience of students taking the course, and the duration - 
IfvOfAhe^c . 
Ifli : If enough courses are to be evaluated to constitute a full 
pday's work, a review team of approximately three faculty . 
I||members is appointed to look at f?icilities, talk with instruc- : 
||f tors and sponsors of the course, and determine whether 
i^sAN course is-cotkge level. If it is, re 
Jlimacie regarding the leyel (e.g., lower division baccalaure- 



ogy), and numbc\ of credit hours. This inlormation and a 
description of the course then appear in the catalog. Credit" 
recommendations are valid lor up to 10 years from the date 
of the evaluation, provided the courses are not substan- 
tially changed. In addition, organizations are contacted 
regularly lo determine what changes if any have been made 
in the content and structure of the courses. (ACE requires, 
annual reports about the courses and a formal review ' 
every five years.) 

The model for reviewing courses oflered by non^olle- 
giate providers is, unlike the credit by examination and . 
credit for experiential learning, based on a process model 
of review, supported by outcome measures. That is, it is 
the . course that is being evaluated rather than (or in addi- 
tion to) student outcomes. 

Not surprisingly, given the rigorous standards and re- 
view procedures of both the New York and ACE pro- 
''grams, few complaints are lodged about quality. A 1976 
follow-up study showed that 68 percent of New York col- 
leges and universities had an institutionwide or departmen- 
tal policy on using the credit recommendations or were 
developing such a policy. A majority of the courses (82 
percent) submitted by students to colleges in 1975-76 had 
been accepted for credit, but students were also using the 
credit directly for job advancements, salary increments, 
and professional licensure or certification (McGarraghy 
and Reilly 1981). 

The probability is strong that noncollegiate providers 
who request and receive credit recommendations for their 
(2ollege-level courses will continue to increase and that few 
complaints will be lodged against the quality of these care-^ 
fully reviewed'programs. ■■ \ 

Conclusion 

• Although the quality of olV-campus programs still needs 
improvement, the literature and state documents on quality 
in adult education lead one to believe that giant steps have 
been made in the past five years toward controlling the 
quality of adult degree programs. The question *'Whal is 
quality?'' appear? to be straightforward and objective, 
when in fact it i.s neither. The too-simple response that 
appears in state documents and the literature is that ''qual- , 
ity'' is whatever exists on campuses. Significantly, those 



involved most deeply and for the longest period of time in 
the study ol the problem are somewhat more inclined to 
use flexible language and recognize legitimate dilTcrences 
in on-campus and oR-campus programs than those >yho arc 
just beginning to look at the problem. 

All parties involved mn,s't he cautious not (o prescribe 
' uniformities in regulations and procedures through re- 
gional, state, military or other well-intentioned groups 
which could stljle experimentation, innovation, creativity 
and performance above a currently perceived threshold 
level of acceptability. Programs should be judged by the 
. lo^ic of rheir conceptualization, strength of perform- 
ance, and validation of successful outcomes while re- 
' mainint,' appropriately JIuid to respond to both internal 
and external chan^in^ demands and conditions (Brown 
.J982,p. 6). 

The *'urgcncyV felt just a few years ago has by now 
turned into commitment to monitor quality and confidence 
in the eventual outcome. The Sixth Annual Conference on 
Quality in Off-Campus Credit Progranis hosted by Kansas 
; State University in late 1983 had a healthy nationwide at- 
tendance, and continuing interest in the topic seems as- 
sured. Whether similar concerns will arise regarding qual- 
ity of noncredit programs and consumer protection, 
however, remams to be seen. 
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REVITAHZING THE ECONOMY 
THROUGH EDUCATION 



• What role do state edueation agencies have in forecasting 
the labor force? 

• To what'extent should states attempt to retrain and redistrib- 
ute workers from obsolescent fields into growing fields of 
economic importance to a state? 

• Will the connection between a strong system of higher edu- 
• cation'and the ability to attract businesses to a state force 

higher education into changini^ program emphasis, for better 
or for worse? 

• Should the cost of specially tailored educaliopal programs be 
assumed by the state or by business and industry? 

Although not specifically designed as a strategy lo improve 
learning oplion:s for adults, the recent interest in the revi- 
lalizalion of the economy through development of human 
resources may prove to be one of the most substantial 
boosts to adult education of all state policies. 

Agreement is widespread that we are facing a major 
revolution in society. The term coined by Marc Porat 
(1977) to title his nine-volume study on the shift from an 
industry-based to an information-based economy, *The 
Information Economy," seems to best ci(pture the con- 
cept. In 1940, only 25 percent of the jobs in the United 
States involved the processing of information; today prob- 
ably more than 50 percent- of all workers are creating, proc- 
essing, or distributing information (Porat 1977). The 
authors of Global Stakes: The Future ofHit^h Technology 
ill America (Botkin, Dimancescu, and Stata 1982) describe 
the knowledge-intensive economy as a shift *'from prod- 
ucts to d^ices, from physical resources to human re- 
sources, T75m investment in machinery to inve itment in 
knowledge, from capital intensity to knowledge intensity, 
from a domestic economy to a global economy'' (p. 160). 

A report issued in 1982 by the Oljice of Technology As- 
sessment (OTA) of the U.S. Congress concludes that/Mhe 
so-called information revolution,, driven by rapid advantes 
in communication and computer technology, is profoundly 
aflecting American education. It is changing the nature of 
what needs to be learned, who needs to learn it, and how it 
will be provided and paid for" (OTA 1982, p. iii). For 
higher educatipn, it has been called '*an immense opportu- : 
nity— probably the single most important opportunity we ; 
will have in this decade, and perhaps the remainder of this vi 
century" CEdgerton 1983, p. 13). 



Already this new age has been Ictt antl icspondcti to in 
the educational enterprise. It can especiuily be seen in the 
responses of: 

• situlcnt.s, who are ihcreasingly choosing technology- 
related courses (computer science, mathematics) and 

*■• job-oriented majors; 

• institutions, which are requiring more vigorous precol- 
lege preparation in mathematics and sciences, are 
reallocating resources from liberal arts and humanities 
to more vocationally oriented curricula, and are de- 
signing novel ways to secure computers and other 
technological equipment for their academic programs; 

• business and industry, which has developed extensive 
education and training programs for employees, has 
become more assertive in saying what it needs and 
expects from higher education graduates, and has 
cooperated with colleges and universities in many 
ways to bring it about; 

• state government ojjieiuls, particularly many gover- 
nors, who believe that the resources of their fligher 
cd.ucationjnstitutions, put to the right uses, may'spell 
economic recovery. Their response's have ranged from 
comprehensive strategies linking higher education 
with economic revitalization to line items in state bud- 
gets to Umd a job-training program. 

Many state programs and. institutional practices arising 
■ from this nriovement-havc-significtmt -implications for i^^^ 
learning. Some haveintended consequences for work- 
ing adults and those wislApg to be'employed; others are 
designed to provide a better climate for business and 
industry. ' V ' 

The scope of these responses is wider than the purpose , 
of this monograph. This chapter therefore concentrates on 
those policies and programs directed at what has been 
V called ''human resources development." Because of the 
changing demographics of the workplace, education and 
training of adults is becoming the linchpin of human re- < 
sources development. With the ''baby-bust'' population 
having reached working age, the growth rate of the Ameri- 
can workforcccvis slowing dramatically. Today's workers 
will constitute over 90 percent of the workforce in 1990 and 
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over 75 percent of the workforce in the year 2000. ''the . 
naiionN success in renewing its economy will dbpcnd 
heavily, on how well and at what puce ^wisiin^ workers arc 
trained, retrained, and upgraded'' (^hoate 1983). 

Education has long served as the training ground for the 
country's private sector, But never before has so much 
attention been focused on the role state government can 
play in preparing workers for business imd industry. This 
chapter is in two parts. The first section ("State Activi- 
ties") examines why state officials— particularly gover- 
nors—are interested in the preparation of workers, the 
types of programs ihat are believed to aid the economy 
through education and training of adults, and approaches 
states can take to provide the private sector with an appro- 
priately skilled labor force, The second section CTolicy 
Questions") addresses the link between education and a 
revitalized economy, presenting five issues for the re^ader's 
consideration. 



State Activities 

State officials* interest in the preparation of workers 
Since the New Deal Jobs programs and economic develop- 
ment have been largely the concern of the federal govern- 
ment. Increasingly, however, state oflicials— particularly, 
governors — seem to be making Ihem their business. Some 
of the reasons for this interest include the desires to bal- 
ance state budgets, reduce unemployment, and attract 
high-tech industry. 

For a number of reasons, most states are having diffi- 
.culty balancing their bucfgets from one year to the next. 
The ninth annual Fiscal. Survey of the States calls FY 1983 
"the bleakest year ever" (National Governors Association 
1983). It reports that aggregate state budget balances are' at 
a new low, dropping over $4 billion from fiscaM982 to 
1983. Five percent of total state expenditures is considered 
a prudent end-of-year surplus, but by the close'of fiscal ^ ^ 
1983, the 50-sHate bajance was expected to be less than $30' 
million, or 0.2 percent of current expenditures (p. l).^Such 
conditions have meant general fiscal austerity, including 
across-the-board and selective program cuts, delayed ex- , 
penditures, and even permaneul tax increases m many 
"slates. ■ - . : ' 
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Few politicians appear lo be wailing on a national eco- 
nomic recovery or an infusion of feclerul dollars lo shore 
up Iheir sagging economies; many stales have ileciileil lo 
rely on Iheir own resources anil slralegies'lo improve eco- 
nomic conclilions." 

One of Ihe economic conililions mosl in neeil of alien- 
lion is high unemploymenl. Governors in slalcs like Wash- 
ington, Michigan, and Pennsylvania are coping wilh 
double-digil unemploymenl because of Iheir heavy reliance 
on so-called **malure induslries'' — lumber, aulomobile 
manufacluring, and sleel. Most arc awftrc that the reported 
unemployment figures arc probably ioo low, as they do not 
account for the discouraged unemployed, who are no 
longer actively seeking jobs. So in the midst of a dramatic 
period of retrenchment overall, 28 states have initiated 
training and retraining programs for workers (Magarrell 
I983b)» as well as other business-oriented initiatives. For 
governors and legislators to be funding growth in a pro- 
gram area during a period of overall retrenchment indicates 
that Ihoy perceive some compelling societal needs, not the 
least of which is getting people back to work. 

Many governors sec the surest way to economic recov- 
ery as attracting and keeping high-lech business and indus- 
try. They perceive the shifting base of the economy and 
hope to make their state y leader in service and informa- 
tion industries, or at least to have some part in them, for 
two reasons. First, high-tech industries are not limited in 
possible'^location to where they have been before. (Witness 
the movement of many old and newer high-tech firms out 
of the Silicon Valley.) Second, the potential for growth in 

"^many high-tech products has not yet been exhausted. The 
right combination of factors may just mean that a state can 
become a major center for these industries. 

One generally unspoken but nonetheless sobering side of 
these initiatives is that states are competing against each 
other for what is probably a relatively limited resource. 

; A.G. W. Biddle, president of the Computer and Com- 
municationsJndustry Association, estimates that high- 
tecHhology industries have a significant presence in only 

inine states (P<>Jlack 1983). Even in California, pioneer state 
of the silicon industries, high technology is expected to 
account for only one out of every 14 jobs in the state by 

11990. State policy makers should be aware that tying new . 



education and training support to programs designed to. 
boost high-tech industries may be undermining both their 
own economic base and their educational system. / 
Many governors have in fact chosen to think more 
i)roadly than high technology to revitalize their state's 
economy, A review of fiscal 1983 budget proposals from 
the nation's governors indicates a number of other strate- 
gies imyjoJving education: improved support foe the infra- 
sl»:uctijre, extraeducational enterprises, programmatic sup- 
port, comprehensive strategies, and education and training 
programs. 

Some governors stress the need to restore earlier cuts 
that may have weakened the overall system of higher edu- 
. cation. In proposing his budget for the State of Washing- 
ton, which included increased support for faculty, equip-' 
ment, and research. Governor Jolvn Spellman character- 
ized i: as recognizing "the critical role that higher educa- 
tion ' 'Ubt play in our economic recovery and expansion" 
(Mag ornl 1983a, p, 12), Another governor called for a tax 
increase to prevent the erosion of (fducation. 

At least five fc^uvernors have proposed establishing cen- 
ters to promote research in science and technology pro- 
grams (Maryland, North Carolina, Florida, Indiana, and 
Connecticut), Other proposals include facilities and sup- 
port to ^Mncubate" innovative mdustries. 

Many governors earmarked funds for growth in specific- 
program areas, most typically business, computer science, 
and eng^'.eering (Missouri, .New Mexico, California), 
While support in these areas can easily be justified, this 
kind of ^^categorical" funding may have a serious defect. 
State officials will need Iw consider whether an institution " 
is capable of nurturing excellent engineering school, for 
instance, while the rest of the ra^lege's programs are crum- 
bling around it for lack cvi' support. 

A few governors— in conjunction with other state offi- 
cials—have adopted the attitude that the transformation of 
their economy must be approached in something other than 
a piecemeal f.v^hwn. Oaio is notable for higher education 
. leadership's playing &n integral part in shaping economic 
transformation. The Ohio Board of Regents laid the 
groundwork in its 1982 Master Plan for Higher Education } 
by outlining how higher education could forge a "new so- 
cial compact'* with business, with the ultimate goal of ad- 



vancing ihc qualily ol' life in Ohio (Ohio Board of Ucgcnls 
1982b). ' . ^ 

Support Ibrccluciilion and training programs is largely 
directed at eommunity colleges. Both specilic training pro- 
grams and general increases in support for technical and 
skill training have appeared in proposed budgets (Ndrth 
Curolina. Maryland; New Mexico, Calilornia), 

Types of programs 

In helping their states prepare tor the information econ- 
omy, state officials have directed money and attention pri- 
marily to two ureas of postsecondary education: job skill 
training, usually at community colleges, and improvements 
in undergraduate mathematics, science, and engineering 
programs. Although some adults will benefit from improve- 
ments in undergraduate programs, discussion here focuses 
on training programs. GraJ^e and continuing profes- 
sional education is also discussed, although few states have 
initiated programs for adults in these areas. 

Job training. Most new state support for skill training is 
''going toward programs that respond to the recent techno- 
logical advances in electronics (not only in electronics- 
related industries but itlso in fields where production proc- 
esses are being substantially altered by the application of 
computers to the industry) and programs to retrain dis- 
, placed workers into fields with labor, shortages. 

Community colleges are often chosen to supply the edu- 
cational component of state-sponsored retraining pro- 
grams. Their geographic dispersement, their history of 
responding to local industrial needs, and their curricular 
emphasis on vocational education make them the logical 
center for adult retraining programs. In California, the . 
community colleges benefit from the California Worksite . 
Education and Training Act (CWETA) program. The state 
awards grants to communif; college districts, which work 
in cooperation with local business and industry to provide 
entry-level training or upgrade skills in vital areas. For 
example, the Los Angeles Community College District 
offered z training program for employees at Fairchild Con- 
trol Systems Company. This program, which involved 32 
weeks of classroom instruction and 20 weeks of on-the-job 
training, was intended to lead to promotions for Fairchild 
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employees in the Held of CAD/CAM (Compiiici'«AiOcd 
Design/Compiiter-Aicleil Mamiraeiiiriny) C'Ciislomized 
Training'* 1982-83), Community eolleges pmvitle insirue- 
lion in these programs, and ol'ienslocal businesses conirib- 
ule siale-ol-lhe-ari equipmeni, 

South Carolina's Board lor Technieal and Comprehen- 
sive Udueation (TEC) initiated a program to improve the 
resources and instruetion available to teachers and indus- 
trial personnel in electronics-related areas. TEC estab- 
lished the Center for Innovative Training in Microelcc- H 
tronics, ordered $25(),00() worth of statc-ol-thc-art elec- 
tronics equiprtient, and Irired a direetori^md stalV, The cen- 
ter is designed to provide training for industry through 
customized training courses for spcdiic firms and training 
for instructors at the state's 16 technical colleges! The staflV 
expects to train about 500 instructors and industry person- 
nel per year in microelectronics, textiles, machine design, 
word processing, graphics, and other allied professions. 
'*Whilc serving the needs of existing firms in South Caro- 
lina, the Center is viewed by Governor Riley, officials at 
the State Development Board and TEC officials as an at- 
traction for high technology industries.:tb South Carolina-- 
(Tri-County Technical College 1982, p, 4). • * 

The comtTionwealth of Massachusetts is not as con- • 
cerricd with attracting hijih-tcch industries as it is with 
ensuring that it can continue to providacxisting firms with 
an adequate supply of skilled labor. In response to this 
need, the state legislature in 1981 set up the Bay State 
Skills Corporation to encourage industry and higher educa- 
tion institutions to develop short-term training programs in 
high-growth fields. In essence, businesses thut need wprk- 
crs trained in a specific field match funds made available to 
a local college (public or private) by the state. 

Two interesting aspects of Bay State Skills arc that the 
program is not intended to provide skills to any certain 
group of people (for example, the long-term unemployed or 
youth) and that private higher education institutions,,are 
just as likely to receive stale granlsr-rfS are public institu- ' 
tions. Some may argue thai public postsccondary institu- 
tions are the most appropriate place for state-sponsored^ 
job training programs, but Nolfi (1982) encourages state 
planners to consider '*new institutional arrangements and 
partnerships, whereby individuals can arrange the meeting 



ofiheir cUucaiioh anil skill needs through many combina- 
tions'' (p. 360). " 

Stales arc also the reeipienls oriederKl money Ibr job 
, training programs through the 3ob 'IVaining Partnership Act 
(JTPA), which is designed to replace the earlier Compre- 
iicnsive-Employmcnt and lYaining Act (CETA) program/ 
Federal olTiclals plan to give states more leeway in dbsign- 
ing and implementing programs (Higher EdiiaitUm Daijy 
20 December 1982); where adult find youth training pro- 
grams were separate under CRTA, JTPA lets local admin- ' 
istrators establish the mix, with the rcciuirem'cnt that at 
least 40 percent of training funds be spent on youths aged ' , 
16to2i. 

State olTicials would certainly welcome additional sup- 
• port Ibr adult training programs, Not everyone, however, 
agrees that retraining programs For adults provide long- 
term solutions to problems like structural unemployment 
and the need Ibr an improved economic base. No "clear 
and definitive evaluation" of the impact of federal man- ' , 
power programs in the l%Os and early 1970s has been 
performed (Feldstein 1973, p. 24), but the evaluations that 
—have been done suggest that these programs have ''positive 
but small cfTects" (p, 24; sec also Davis and Morrall 1974). 

Some states have taken concerted steps to retrain work- 
ers who are the victims of plant c[osings rcsuUmgJfro^^ 

' reTocalibn or trom a Business^'s sub- 

contracting out part of its operations, California's "Invest- 
ment in People" campaign gives grants to community col- 
leges to help retrain workers displaced by industrial plant 
shutdowns. Colleges receive support based on average 
daily attendance and may supplement that support with 
federal job training and Vocational Education Act 'funds. 
Another partnership between the federal government, 
the state of California, General Motors Corporation, and 
the United Auto Workers attempted to respond to the need 
for retraining 9,000 employees left jobless by GM plants' 
closing in northern California. If higlj unemployment con- 
tinues, much more attention to this issue can be expected. 
Government officials in seVQral states are already being 
pressed to make the etVects of closing plants the responsi- 
bih'ty of the businesses that choose to relocate and not the 
responsibility of the state and people it has left behind. (At 
this writing, no efforts at such legislation have been eftec- 
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live.) This probleiiK loo, Is a ihprny one lor sinte ollleials: 
^Simes thai pass worker-orienicti legislation will have a 
^ hartler time aitractiuB new businesses lo ihe stale* bui 

stales that tlognot provide such proteeiive'legislation arc, 
left with the hunuui costs or plant closings when businesses 
decide to pick up and move elsewhere. ' 

Programs For displaced workers are nHiuiring more than 
skill training ( Lublin 1983), Retraining workers for high- 
demand (lekis may well require workers to relocate to 
» ' . wherever those Jobs are. available. Mast ilisphiced workers 

are middle-Ugeil males with strong local roots and es- 
' y ^ ' tablishcd working-class life styles, They ol'terl own a home 

• * *. in an economically depressed area and nuiy be supporting 

V their children through college. Such wor'kers are not prime, 
candidates fo^^relocation programff' Because states would 
not typically become involved in such Federal retraining • • 
and relocation programs, they must be carel'ul to Focus 
, ' retraining programs for displaced workers around high- 
, f tiemund indijstrics near the same location where workers 

were laid oiV. Such constraints lead one to belie.vc that 
state retraining programs For displaced workers, while 
important, vvill never become mij^jor adult education pro- 
^ ^ grams, * « . » . 

Displ^lced wofkcrs and other technology-skill training 
prqgramsiare .cfTorl.s. by, states to.provide. technical . workers 
to business and industry. But the need to (prepare profes- 
sionally trained adults for the information economy raises 
a number of important issues for higher education. 

Masters* proi»runts\ Two gradual but significant changes . 
, have occurred in postbaccalaureate education- over the past 
decade. First, masters programs are less and less exten- 
sions of the full-time undergraduate experience and more,«. 
programs designed for and attended by working adults. 
Second, they are less and less traininggrounds for doctoral 
studies and more pracocp-orietlted curricula for working 
professionals. ^ ^ ^. 

listitut-ions have responded to the eager market of al- 
ready well-educated professionals by offering an enormous 
. variety of certificate and masters programs in locations and 
at times convenient to tlieir work lives. Residents of the 
New England af-ea can choose from over 350 separate mas- 
ters programs at public colleges and universities, by virtue ; 



of u volunlury regional sludcni cxcluuigc proKmm. The 
pmlifcnuiun of pruciice-oneniccl progmms causcti the 
Ohio Board orUcgenis lo raise the issue ofwhui ilisiin- 
guishes sueh grudiiaic programs from undefgraduaie pro- 
grams* '*This is especially hard lo answer in masters pro- 
grams designed lor in-serviee education of working pro* 
fessionals. These programs frequently lack coherence 
around central themes and purposes'* (Ohio Hoard of Ke- 
genls I982b»p. 18). 

The relulively sudden national call for more trained pro- 
fessionals in muthematies and science has created certain 
problems for stale policy makers. The approval process for 
new progrnms at public institutions-- which often takes as 
long as three years from program idea to program start— 
"means thai private and proprietary institutions may satu- 
rate Ihc market with graduates before a public institution 
can graduate any. 

Some public institutions also are caught in the position 
S of wanting lo oiler masters degrees in popular fields but 
lacking a strong enough undergraduate program in that 
; area lo support graduate-level instruction. This problem is 
particularly acute in fields like computer science, where 
the undergraduate program may well be having difficulty 
-recruiting and retaining qualified faculty and keeping equip-^ 
.♦mem^ciirrcnl.. Although most rccipicnt*f.ormaster*i.degrees.. 
in mathematics and science hope for new private sector 
jobs or promotions, a critical shJrlagc of teachers trained 
in these areas r<:mains. The commonwealth of Virginia 
took the initiative to help solve this shortage. The Board of 
Education initialed a program, with legislative approval, lo 
retrain public school teachers as math instructors. The 
program is financed by a new application fee for teacher 
cqrtificalion and is structured so that it takes no more than 
two summer sessions. Slates might also consider/ccruiling 
from another polcntiifl pool: employees in the private sec- 
tor with math and science backgrounds who may be look- 
ing for a transition before retiremenl.*The University of 
Vermont and the Harvard Graduate School of Education 
have* both initiated such programs and expect to prepare 
for leaching positions a small number of Masters in Educ'a- 
4ioD graduates with significant work experience in math- 
! and science-related fields, ' ^ 
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Continuing professional education. The issue of what - , . 
types of continuing education are needed for professionals - 
in science, technology, and engineering is beginning to ^^^^ ; ; 
receive attention. The National Science Foundation report : 
on Science and Engineering Educatioftfor the'l980s and 
Beyond describes the need for ''field mobility" by 
these professionals (p. 43). Field mobility permits scien- 
tists and engineers to sense new opportunities and relieve 
personnel shortages in particular subfields. Continuing 
education programs are viewed as important in helping 
facilitate mobility, and they are seen as increasingly impor- 
/tant as the-pace of technological discovery increases. With 
the half-life of a computer scientist's knowledge estimated - 
at fivfe years, these professionals may always be running to;^ 
catch up (Botkin, Dimancescu, and Stata 1982, p. 130)v 

A group of highly regarded engineers and computer sci- fij 
entists associated with tfie N^assachusetts Institute ofTech-| 
n.glogy suggested that the future of engineering education : 
jfeuld be continuous througho^ the working life of the . ] 
engineer and that it will be provicle^l by industry and edu- < 
cation working in partnership :(MITJ982). The report re- ,|| 
jqcts the notion that a few years of formal education can ^ 
provide ah adequate foundation for half,a century ofprc-^^^J 
fessional work. Moreover, the demand of the 1980s^cannQti 
be met by replacing ''obsolescent" engineers with nev/:;; 
graduates, even if that were a humanly acceptable pjan; r : | 
Thus, they conclude, "the only apparent alternative is 
better utilization of the presently available engineering 
workforce through continuing education at the workplace, 
with the active encouragement and support of employers" V 
(MIT 1982, p. 6). - ^ 

The popularity of the tutored video instruction (TVl) 
methodology developed at Stanford University indicates a;; 
growing interest by engineers and other industry profes- 
sionals in receiving continuing education at the worksite. 
TVI uses televised broadcasts of on-campus classes with 
audio feedback. Recordings are shipped to off-campus , -|:| 
locations around the country, where they are played backg 
to smail groups of students led by a local tut(yr. This pro- i;^!^ 
gram has been operating.fora,decade-and-i suited in the--~ 
MIT report as a "simple ejconomical way of providing in- 
struction" (p^ 38). The informal and participatory style "is| 
likely id better fit the needs and tastes of older engineers||S 



(MIT 1982, p. 39). As TVI and other lelecp'mmunications 
programs are used by more and more firms to provide 
^graduate and continuing education fpr^pgineers, states 
Sarid their institutions may be winding down as providers 
I 'of continuing education for high-tech professionals. 

Approaches to supplying a_skiH^ 

States can use six basic strategies in trying to mediate be- 
tween the needs of business and industry and the training 
f3rpvided workers by postsecondary education: the free- 
market approach, state program approval, meeting needs 
;^;specified by business, conniprehensive services supplied by 

• higher education, decentralized planning and cooperation, 

• and the consumer-driven approach. 

' Free market. This approach involves little or no state plan- 
' ning or intervention. It is based on the kind of entrepre- 
neurial spirit recommended to community colleges by Del- 
aware Governor Pierre A. duPont IV: ''Don't sit back and . 
wait for government and business to come to you. Seek 
out meetings with key business and government leaders in 
' your community and tell them about the training services 
' your colleges can offer'' (Parnell 1983, p. 16). 

In fact, most states use the free-market approach in let- 
ting community colleges decide which vocational programs 
to offer. If students seem to be demanding training in an 
area, if the college -s local industrial advisory council 
;\ agrees with the need for skilled graduates in that field, and 
V. if the college staff can agree to offer the program, a pro- 
l posal will be sent to the state for officiar approval.. Such 
^ programs are rarely given serious scrutiny at the state level 
^ unless they require extensive funding or are opposed by a 
neighboring College or proprietary school. By the tfme the 
request for approval reaches the appropriate state official, 

the-college is .already offering numerous cours^s-ifKhe 

■ subject and simply needs sanction frorn the state to grant it 
certification ordegree status. State higher education agen- 
cies also feel they have little better knowledge'^than the 
" colleges thernselves aboutwhat local industry needs. 
LThe-free=market-approach seems less suited/for sorting 



out high-technology supply and demand. Allowing e^ery 
institution to offer training programs in current.high-demand 
]y: areas may well result in quickly overloading the market. 
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Many of these programs alsopinvplve the need to purchase ' 
expensive equipment, and good faculty are so hard to . ' 
come by that colleges may get in bidding wars with each 
other to hire them. Finally, the state has an interest in 
monitoring institutional conformance with missions defined 
by statute. Allowing the free market to determine who gets 
what programs may encourage colleges to stray far from 
their intended service functions. 

State program approval. This approach is most commonly 
userftoday. Most state higher education agencies have 
authority over institutional program approval, and demand 
for increased job-oriented education and training is not 
coming just from governors, legislators, and the business 
world. Few public colleges and universities are failing to . 
respond to this priority, Requests for state approval of 
programs in engineering and computer science are inundat- 
ing academic afifairs staffs of coordinating and governing 
boards. Some of these requests may be arising from an 
institution's desire to attract traditional and adult students 
to offset anticipated declining enrollment. Some institu- 
tions have carefully analyzed what the future needs of local 
business and industry will be. .But: many are simply re- ; 4 
spoiiding to the highly elastic fluctuations in students' de- l:^ 
mands. Computer courses are overehrplled, and still nu- :| 
merous disappointed students are turned away. Engineer- 
ing, computer, and other high-tech programs long ago insti-,;:^ 
tuted selective standards for admission. oif 
Sorting ou,t students' demands for programs, institu- , 4 
tions'^desires for useful and attractive courses of study, \l{ 
and workers' needs presents a considerable 'challenge to ^ :\ 
state higher education officials. At the most basic level, " . 
they must possess some philosophy about how far to go in \ 
manipulating the supply and demand of the marketplace. 

Generally, statewide boards have placed a high planning :^ 
priority on increasing the budgetary support available /o* | 
high demand areas through some combination of new :^ 
state dollars and university reallocation. [And under 
unfavorable state financial circumstances,] statewide , ^ ? 
boards generally limit themselves to highlighting major 
shifts in enrollment and strongly encouraging greater y i^l 



university reallocation. Institutions cannot take these 
recommendations lightly, especially as they are fre- 
quently buttressed by continuing legislative and gu- 
bernatorial complaints about constituents* being denied 
admission to high demand programs {F\oyd \9S2, p. II). 

As if determining the appropriate supply of trained grad- 
uates is not enough, state higher education agencies must 
also have some not; on of the future demand for thos*? grad- 
uates. This requirement is fraught with difficulties, not the 
least of which is the need to ask business and industry to 
make projections of the workforce. Doing so may well 
result in artificially inflated figures, as it is in the private 
sector*s interest to overstate its needs. (Any oversupply of 
labor allows business to recruit from a larger pool at lower 
prices.) 

' Research on the relationship between high-technology 
firms and educational* institutions in the Boston area illus- 
trates the difficulty. While government and industry fore- 
casts have been projecting an increased need for a variety 
of skilled technicians in high-tech fields, the area employ- 
ment.picture is not so. clear. During 1981-82, "every type 
of training institution— private^ proprietary, CETA, and 
public colleges — experienced some difficulty in placing 

v'their technician graduates in jobs'V(Useem 1982, p. 45). 

" Even a small slack in hiring can make schbol^dministra- 
tors nervous, especially those of institutions that have 
"expanded their training significantly or are in the process 
of doing so'' (p. 45). 
Even if a state decides to arbitrate some balaiu • 

. J\veen needed projected workforce and institutions' de- 

■ mands for programs, it is left with.the politically tenuous 
position of saying "no" to some institutions who desire' 
High-demand programs so as To say "yes" to others. 

Most states have .come to terms with these difficult is- 
sues'by approving program requests when the program 
involves no significant new State expenditures, when the 
institytion makes a convincing argument that it can place 
its graduate-s, when the program is not at odds with the 
institution's educational mission, and vyhen state officials 
have no contradictory evidence that business and industry 
; need more graduates in that field, The state is then free to 
. initiate and fund short-term job training programs for the 
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o private scclor^s needs not adequately served by this 
process. 



Meetuiii business'specific needs. Because the program 
approval process is slow and does not always result in a 
close match between supply and demand, a state may 
choose to let industry itself decide what skills it needs and 
then sinriply have educational institutions provide them. 
One version of this approach is being used by South Caro- 
lina's Board for Technical and Comprehensive Education. 
The full services of th^ TEC system are made available to 
businesses that decide to locate or expand in the state 
(South Carolina State Board n.d.). i hrough TEC's Indus- 
trial and Econoriiic Development Division, "special schools' 
are established to provide short-term job-employment 
training programs in areas these businesses have identified. 
By 1983, TEC had already provided this service for 600 
industries and some 71,000 people, in cooperation with 
company personnel, TEC staff identify levels of skills re- 
quired for jobs, recruit trainees, locate instructors, and 
develop instructional materials. The training itself often • 
takes place at the nearest technical college. State program 
directors call this highly successful program their "start-up 
in the black*' concept. 

, The Bay State Skills Corporation, described earlier, is 
anotherfornfi of letting individual firms determine what 
training programs will be offered. In general, this strategy 
is probably more suited to short-term technical skill pro- 
grams than to comprehensively mediating supply and • 
demand. - ^ . 

Comprehensive services frxm higher education. Rather 
than deal with these. issues as part of its ongoing program 
approval, the Ohio Board of Regents decided to focus on 
the connection between the needs of business and industry 
and the resources of higher education. As part of the pro- 
gram activities under the Lifelong Learning Project, the 
Regents concentrated on finding "areas of interaction" 
between higher education and business and industry. The 
project had four objectives; (ij to assess the needs for edu- ; 
cation, training, and development of adults already in the 
workforce and the needs of private sector erhployers; (2) to 
determine ways in which these needs have been served 




and identify areas of need that were not currently being .,, 
met; (3) to develop and pilot local; regional, and statewide 
activities that would enhance the cooperation between 
.companies and colleges in the state; and (4) to evaluate 
these activities in terms of their implications for state pol- 
icy and subsequent legislation (Moore, Settle, and Skinner 
1983). What is particularly noteworthy about this approach 
is'that Ohio began the process by honing in on the gap ' 
between adults' skills and the private sector's needs. In 
their haste to serve the needs of business and industry, 
other states might have made the mistake of initiating 
programs without seeing whether appropriately trained 
individuals are already available. 

DecentraUz.ed planning and cooperation. Between the 
extremes of laissezfaire and a comprehensive state effort 
lies the strategy adopted by the state of Arizona. Knowing 
that workforce needs rriust be met but not wanting to make 
thai determination at'the state level, the Arizona legisla- 
ture delegated that responsibility in two metropolitan areas \ 
to the local community college. The colleges vyere desig- \. 
nated as tHe state's providers of advanced technical and \ 
semiprofessional education and as the agents for delivery 
of programs for adults seeking retraining in or improve- 
ment of their current skills. The community colkge district 
is to coordinate vocational planning in its county in the 
determination of which occupational training programs will 
be conducted and by whom. 

California also used local coordination in naming Re- 
gional Area Vocational Education Councils in the 1970s, 
although these councils became one of the early victims of 
Proposition 13. 

This strat'egy seems to accomplish several goals. It gives 
a planning framework and orderly process to program de- 
velopment and approval. Determining the private sector's 
needs is more likely easier at the local than the state level. 
And it.may encourage the kind of cooperation envisioned 
by the authors of the MIT report. Lifelong Cooperative 
Education (1982), where institutions, businesses, and 
other agencies c^n share faculty, equipment, and other 
resources. ; 

The consumer-driven approach. One approach used by 
several European countries is worth considering: to offer 
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money directly to adults and let them decide" when and J ^ 
where to get training. The West German government, ' 
which was the originator of the idea, provides almost a full - j 
subsidy to every adult for up to two years of flill-time v i| 
trainingor retraining (Stringer 1980, p. 9). Thie acivantage is 
that adults are given greater freedom in choosing to change = ! 
careers; the problem is "that educational institutions and 
industry are totally at the mercy of this free choice. If this 
were a state-administered program, problems of determin- 
ing slate residency could also develop. 



The need for coordination 

In those states that have attempted to revitalize their econ- . 
omie$ through retraining programs for adults, one thing has 
become very apparent: It is essential to coordinate the , 
activities of the many agencies and institutions involved in 
these efforts. The Vermont^ Training Program was initiated 
for just that purpose,'!and the Colorado Commission on 
His/her Education reported working closely witjj, the State. 
Department of Labor a^ind the State Board for Corfimiinity^ 
Colleges and Occupationall Education to'encourage coopei> 
ation in the delivery of occupational services and pro- , 
grams. In Ohio, Governor Celeste charged the Bureau of /: 
Employment Services with taking the lead in developing/ 
and carrying out a cohesive job training and retraining / ; 
effort** (Steinbacher 1983, p. 1). Higher education officials 
are. well advised to vyork closely with state employment/ ^^^^^^^ j^^^^ 
services offices, which are usually hooked intojhe feder- p^^^ 
ally based Job Service Matching System. Without data on ■^ji- 
/current job vacancies and two-year projected needs, Vit is t 
/ simply irnpossible for schools to plan effectively for train- 
' ing and education** (Stringer 1980, p. 6). / 11 

Besides initiating training programs to meet current ; - ; ;^ 
needs, state officials may wish to ask longer-term ques- 
tions about encouraging opportunities for retraininig ,^ 
throughout the lifetime of adult workers. Do funding; for- 
mulas allow continuing retraining or do they depend on 
legislative whims?'Are admission policies and sequenced , 
programs of study flexible enough to accommodate woi^kr- g 
injg adults? How much support should the private sector 
commit to programs designed for their benefit? If the kinds|J 
of training programs currently being developed to respondy;^ 





to economic revitalization continue to be popular, state 
policy makers should address these issu;es systematically. 
. Thejntercst in revitalizing state economies has boosted 
the. attention give n to adults. And it is not surprising that 
/many state initiatives for economic revitalization are di- 
rected'at enhancing employment for adults rather than 
learning for adults, as much of the supporl.fojr ihese'pro- 
grams has come Jrom politicians rather than educators. . 
'The high priority that .idvocates claim for lifelong learn- 
ing .generally has not been endorsed by state and federal 
officials, at least when it comes to providing public funds 
for such eflforts. . . . Although few political leaders will 
openly criticize the concept ef lifelong learning, their will- 
ingness to underwrite it . . . has been noticeably lacking'' 
(Breneman and Nelson I98J., p. 165). Yet it appears that 
politicians are willing to supp.ort opportunities for aduit 
learners when they are closely 'tied to a socially desirable 
end — the end in this case being economic revitalization. 

Policy Questions ^ 
Elected slate officials are usually concerned with what it 
will lake, to realizie quick improvements in their state's 
economic condition. Training adults in new technological 
fields may attract and keep high-tech businesses; having 
high-tech businesses means more jobs; and having a better 
employment picture means more personal and business .tax 
. receipts for state coffers. If all ihis comes to pass, Ibcn 
these programs have made significant contributions. Yet by 
^the very nature of their positions, governors and legislators 
have less inclination toward cjareful analysis of the long? 
term implicaTioiYs^of^these training initiatives.^ For all the 
discussion of the need fara^huma[nj;esources developnient 
policy, s>[?i[Q leadership h'as often responded-witbjcrash 
pro^vwm solutions, usually short-term job skill training~^^ — 
-programs. 

' As the inFormation economy becomes better understood 
anrf less in need of irhmediate program solutions, perhaps 
state officials should take the opportunity to examine what 
is happening within our changing economy. Issues to be ad- 
Vdressed include looking at how closely present approaches 
i to training coincide witli the new economic realities, what 
;: kinds, of jobs are being created and whether they are rela- 



tively stable, and whether all groups of aduKs wiU.be able f j 
to frKinefit from the new jobs in the information economy! g| 
Economists and manpower planners have ofifered some ; . 
iiTl.er^Jsting— and often contradictory^— responses to these 
issues. Through the critical evaluation of these argumentS v, ; :| 
state policy makers may be able to de:yelop a better under;- ;g 
standing of the world of. work for which they are training- 
their citizens. vi-p^ 

Five issues are briefly explored here: enhancing produc- 
tivity (Is there a clear link between training workers and 
job productivit.y?); product life cycle theory (What job 
skills are needed and at what point in specific industries?); 
technology and job skills (Will the information economy 
require more or less sophisticated job skills?); dual labor 
markets iW\\\ the economy's new jobs be equally available • 
to everyone?); and education beyond skill training {Arc 
ways othei: than skill training available to prepare workers i 
for the information economy?). • 

Enhancing productivity 

One argument used to support state policies and programs 
for retraining workers is that invQjitment in "human capi^^M 
tal" will improve the nation's lagging productivity; Humang| 
capital theory first appeared in the late 1950s and early 
1960s; it requires looking at what people bring to a job 
besides their physical presence: ''the actual energy, moti-^;|| 
vation, skills and knowledge possessed by human bemgs^ jvjili 
which can be hafhessed over a period of time to the task^of|; 

^producing goods and services. It may include abilities ac-|;|;| 
quired through some more or less formal system of-irrstruc^^ 
tion . (Bowen et al. 1977, p. 362), Because people: earn^g 
ing higher wages generally have higher levels of educational 
increased , levels of education and training are empirically;|||| 
associated with productivity (Becker. 1975). 

By the 1970s, other economists began to take serious 
issue with productivity's being tied so closely to schooling: ; 
Some argue that completion of educational programs is ^ X^^ 
more a screening device to find workers who will "stay .;;y^^^ 

, with'"ajob than a critical variable in improving producU\^^i|t 
ity. Others contend that an overeducated workforce, rather| 
than leading to increased productivity, may Jrt fact ad- 
versely affect workers' satisfaction, health* behavior, andJI 
performance. A study oP the impact of certain types of ^ 0 



training on labor produclivily in the manufacluring sector, 
tbund in-housc training to be the only form of training posi- 
tively associated with productivity'(MedofT 1982). 

For all the theories and discussion, *Mhe upshot of this 
long, confusing, and frequently arcane debate is inconclu- 
sive" (Aaron 1978, p. 88), which should warn politicians 
■and policy makers who support adult education and train- 
ing programs not to count on seeing perceptible increases 
.in workers' productivity. For ''the effect of training on 
productivity has«not, it is fair to say, been established em- 
pirically in a clear and incontrovertible manner'' (Goldstein 
1980, p. 43). 



Product life cycle theory 

Changes in the kinds of job preparation needed by the U.S. 
workforce can result from factors external to business and 
education. Witness the glut of engineers after the scaling 
down of the Vietnam war and the oversupply of teachers 
as "the number of school-aged children. declined. State edu- 
cation planners fLtc now more cognizant of such social and 
economic trends in developing maiyter plans and in review- 
ing and approving programs. 

But state oflficials may be well advised to examine an- 
: other, more subtle factoi* affecting workers' needs — the 
"life cycle" of products. Product life cycle theory, a perva- 
sive concept in the marketing literature (Capon 1981, 'p, 1) 
states that ''products undergo predictable changes in their 
production and marketing characteristics over time" (Wells 
: 1972, pp, 5-6). 

Briefly, products are thought to experience five different 
stages: introduction, early-growth, late growth, maturity, 
mnd decline. It appears that the labor skills nieeded during 
(the various stages are quite distinct. During the early 
stages, product research and development and frequent 
design changes require a greater amount of labor^ relative 
to capital, than later when specFalized machinery and tech- 
niques can be used for mass assembly of a more stable 
product (Wells 1972,V. 9). Skilled labor is especially criti- 
cal, in the growth phases, .^high production volume-means a 
rshift to.mass reproduction, and labor skills are less impor-. 
■fiant. By the time a product reaches its mature'stage, pro- 
■Idu'ction is highly capit workers i^equire 

^little or no specific training skills (see figure 1), 
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The purpose of the blocks is simply to rank the importance of thg|^ 
different factors, at different stage;s of the product cycle. The j 
relative areas of the rectangles are not intended, to imply anything 
more precise. , 



Source: Wells 1972. 



A better understanding of product life cycle ma^y result^^^^^^ 
in less tendency to speak of "the skills needed for the new||| 
technologies/' Developing industries^ such as biotechn^^^^^^^ 
ogy, require highly educated men and women (Watcke f;f 
1982-«3, p. 30). Products that are'jn later gn)wth phases|;||| 
such as much of the electronics industry, may require; pri-g|| 
marily short-term training and retraining rather than deg;ree u| 
programs. In facti ifor all the attention focuseid on the ^-^^^ 
of th^ electronics industry, it is now fundamentally a man^>^ 
ufacturing industry (A/w York Times 21 February^ 1983). , 
Presumably, ediicatioiial institutions would have little to do|| 
with education and training for mature itidustries; because|i|| 
any required skills can be learned onlRie^job in a mattei;^)^]^ 
• weeks.'' ^ : V:' v ;:^V^ ''. " - ■::vV]:^S|.ili 



I V; As state officials develop policies and programs to better 
i prepare the existing workforce for the changing needs of 
'si business and industry, they should take a careful look at 
I where products are in their life cycles. Retraining programs 
{■■■ in, say, computer technology may, require very differerii 
; skills in three years than they do today. 

= Technology and job skills 

"TThe new .technologies are gerierally expected to create the 

need for adult training. For example, a spokesmail from 

General Motors iold the American Vocational Association 

that, to repair the simplest robot, a worker needs knowl- 
edge of electronics, hydraulics, and pneumatics. The next 

generation of robots will have vision and speech," requir- 
; ing even higher levels of knowledge for maintenance and. 
Tepair {Higher Education Daily 1 December 1982, p. 5). 
But others are looking at the kinds of jobs being created 

by the new technologies and seeing something quite diflFer- 

ent. The counterargument is called **job deskilling,'' and 

**in truth, no one really knows whether technology will 

create more interesting jobs than it destroys. Perhaps in 

the long run it will. But in tlj^is decade and into the next, we 

may be creating an expanding number of roiitinized jobs 

requiring little specific education and training" (Edgerton 
u 1983, p. 5). Some are convinced that **past applications of 
, technology in the workplace [and] present evidence sug- 
gest that future technologies will further simplify and 
\ . routinize work tasks and reduce opportunity for worker 
^ individuality and judgment (Levin and Rumberger 1983, 

pp. iO-11). . 
Many new electronic products are being dcvelopea with 
1 **built-in diagnostics," which informs a field technician 
; what is malfunctioning. Instead of determining what is 

wrong with a circuit board, for instance, the technician 
' sihiply replaces the whole board. Building products for 
^^*advance maintainability," ^^(hich is becoming more coni- 
' rmon, has resulted in re^ducing the level of skills teclinicians 

need (Useem 1982, p. 46). **Even at the professional and 
; managerial level, work has not become more interesting 
jl and challenging; in fact, it may have become more rou- 
)\ tine" (Lynton 1982, p. 21). 

, ^ We seem to be at a critical point in determining the 
j^' proper role of technology in the workplace. Most would 

\ \ ^ 
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agree that technology in and of itself is not benign and lhai;| 
it is how the corporate world decides to usx: that lechnpl-; 
ogy that is important. People in business and industry ar^'^^^^^ 
daily making decisions in product development and design | 
that will have enormous impact on the kinds of skills work-p 
ers will need in the future. Electronics manufacturers, for 
instance, do have the choice /?orio make their products 
self-diagnosing.They may argue that built-in diagnostics^^^^ 
increases productivity and consumers' satisfaction, but it is 
also resulting in less interesting, less skilled jobs for techni- 
cians; It may also be that technology will make some jobs' 
in any one industry more interesting while roulinizing^and 
deskilling other jobs (Kultner 1983). 

Education policy makers may not be.=able to influence 
how the new technologies areilipplied in the vvorkplace. 
They should be aware, however, thj^l the information econ- 
omy does not necessarily mean adults will need to relurn_ , 
to postsecondary institutions throughout their lifelimes-to ; 
upgrade their job skills. In fa^t, it might mean less need for 
recurrent education, as workers can more efficiently be , 
trailed for routine jobs at the worksite. / 
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Dual labor markets ^ 
The information economy is generating new and exciting 
jobs in many fields. But a growing body of evidence also ;|||| 
suggests that it may be creating jobs at.lhe top and^the 
bottom of the economic ladder and fewer and fewer jobS;ih ||| 



the middle. 



As the economy shifts away from its traditional mani^-, 
fact uring base to high-technology and service indusitries^ 
the. share of jobs providing a middle-class standard o/^^ll 
living is shrinking. An industrial economy employilqrger^ 
nimibers of relatively \vell-paid workers . A servic^^^^^^ 
omy\ however, employs legions ofkeypunchers, sales- ^^[4^ 
- -^clerksrwa 

for these jobs tend to be comparatively low (Kuttner^ 
1983, p. 60). 

In fact, the U.S. Department of Labor forecasts the largeslt|| 
nuipber of job openings between 1978 and 1990 in just f;^^^^^^ 
these latter categories. While the country is expected tp 
have increased jobs for professions like accounting (61 




f and engineers (46,500) in that period: low-^age service and 
I clerical openings will number in the millions. An explana- 
ption of why jobs seem to be concentrating at these two 
|;;extremes is offered by the dual labor market theory, which 
Jifirst appeared ift the early 1970s (Bluestone 1968; uoeringer 
: and Piore 1971; Edwards, Reich, and Gordon 1975; Harri-^ 
? son 1972; Piore 1970; Reich, Gordon, and Edwards 1973) 
Lanihas ^iace-befirufurthe crefined. ^ — 



Briefly, the theory states that the job market is struc- 

v tured i two tiers: the primary labor market arid the"sec- 
ondary labor market. In the primary market, jobs typically 
offer high wages, good working conditions, stable employ- 
ment, and job security. Work rules are administered equita- 
bly, and workers can advance up the job ladder (Piore 
1970). The primary market can be further divided accord- 
ing to the types of individuals in these jobs (Reich, Gor- 
don, and Edwards 1973). ^^independent" primary jobs , 
encourage and require creative problem solving and self- 

* ' initiation and often have professional standards for work. 

^ Voluntary turnover is high and individual motivation and 
achievement are highly rewjirded. ^^Subordinate" primary 

' jobs are more routinized and therefore encourage personal- 
ity characteristics of dependability, discipline, and respon- 
siveness to rules and authority. Most factory and office ^ 
jobs would fall into thisicategory, with levels of education 

' more a function of the jpb market than of requis^ 

The secondary, iabXiif Wrket is far less attractive than vy 

^ .either level of tK^ primary market. These jobs offer low i ^ 
wages, poor working conditions, few opportunities for ^ ' ^ 
promotion^ and lihi'e variety iA the range of jo*bs available.' 
The rate of turnover is* high. . 

^ To illustrate how the dual labor market theory might be ' • 
applied to one of the ^^information technologies," consider V 

K the job structure of microelectronics. This industry em- 
ploys a number of computer scientists and engineers, who y 
typically have at least a bachelor's degree and earn^ $30,000 
a year and moi;e. But the bulk of workers in this maniifac- 

\ turing industry are electronics assemblers, who earn about 

7 $12,000 a year. The number of skilled technicians whose 

\^ wages fall Between these two extremes is surprisingly small 

^ (Kuttner 1983, p. 62). 

^ If the job market is indeed becoming stratified, it is imi- 

|l portarit for instructors in. adult education to consider where 

• •- 




in this structure retraining programs are placing their grad- 
uates and whether certain groups are historically restricted 
to the secondary market. In fact, white males predominate 
in primary jobs, and women and minorities arc overrepre- 
scnted in secondary jobs. In California's Silicon Valley, for 
instance, ''40 percent of the total electronics workforce is 
fomale, but over 75 percent of the assemblers are. ... 
Forty percent of female assehiblers and 33 percent of male 
assemblers are members of ethnic minorities'' (Howard 
1981, p. 5). • , ^ 

If the prediction comes true that^two-thirds of all new i 
entrants into the American workforce will be women — and 
primarily adiilt women — then the dual labor market struc- 
ture has sobering implications for educational policy 
makers of a liberal bent. Policy makers who favor im- 
proved opportunities for women and minorities may see 
one solution as being greater participation by those groups 
in education and retraining programs for adults. BtJt as 
most economists would agree, only so many ''good" jobs 
are available in the economy. Policies and manpower pro^- 
grams designed to shift groups traditionally in the secon- 
dary labor market (i.e., women, minorities)''to the primary 
market may require either that other groups (e.g., white 
males, recent immigrants) take up the slack in the secon- 
dary market or that the target groups return to the secon- 
dary market.With more skills than their jobs will require. 
Thus, college administrators should "rethinkjhe business 
they are in" (Edgerton 1983, p. 7), in part because "our 
picture of the future must include the ominouf prospect of 
a new and growing underclass" (p. 5). i _ , 

Education beyond skill training 

Current talk about the need to formulate "human resources 
development" policy rarely is grounded in a desire to en- 
hance citizenship or the analytic, communication, and 
interpersonal skills of our citizens. Most of the current 
emphasis is on arming adults with job skills needed in the 
current market. But- several arguments for education be- 
yond skill training are being put forward. 

Policymakers should look beyond short-term payoffs of 
investment in higher education: 

One gets the sense that any activity that lacks a direct 
and preferably immediate connection to ''economic re- . 



, covery'" is ripe^for curtciilment, if not elimination, ... 

\ The attempt to appraise every expenditure for its eco- 
nomic^payoff\ . . can easily damage the health and dis- 
rupt the internal coherence of both the-teaching and . 
■research enterprise (McPhcvson \9S2, p, 16), - . 

The problem in occupational planning is not the- mis- 
match between the new, specialized skills needed to win 
jobs in emerging industries and the skills colleges teach 
their students (Whitelaw 1982-83). Rather, ''the problem 
quite simply and overwhelmingly is with the level of de- 
mand for labor, not the composition of demand. Our econ- 
omy just will not groM' fast enough to employ even those 
who have acquired the new skills" (p. -6). This argument 
serves as the foundation for many colleges that are at- 

■ tempting to merge liberal learning with career preparation 
"to aid the lifelong learning of their students" (Rehnke 
1982-83, p. 2): 

Several other economists suggest reasons to support 
education beyond skill training. Available evidence con- 
nects higher education not only with ''enhanced earnings 
of workers and improved t^'^hnology" but also with "per- • 

I sbnal development and life enrichment ... the preserva- 
tion of the cultural heritage, the advancement of knowl- 
edge and the arts . . . and the direct satisfactions derived : - 
from college attendance and from living in a society where 
iknowledge and the arts flourish'' (Bowen et al. 1977, p. 

; 447). ''Increased education may enhance a worker's ability • 
to acquire and decode information" (Welch 1970r p. 42). 
riigher education increases students' ability to "deal with 

: disequllibria; to respond flexibly and constructively to 
change" (Schultz 1975, p. 840). r . . , 

Even Americans corporate officers seem to sense the 
need for investment in more than skill training. T^e Ameri- 
can Association for Colleges asked Russell Warren to poll 

• corporate executives to see what skills they considered v 

/ important for getting jobs in their companies. The skills . , 

7 they chose tlosely match the traditional goals of gener/[l 

i education. Therefore, colleges should 

^replace their general education curricula with more special- 
ized, job-oriented programs. They should think twice be- 

fforie expanding "professional courses in'response tp popu- 
larity among students'' (Warren 1983). 
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If indeed businesses and the economy in general benefit 
from'education outside narrow job skill training, there may 
be an important lesson-here for advocates of lifelong learn- 
ing. If jobs and careers are going to change as rapidly as 
many predict, the best thing education can do for adults in 
the long run is offer them a solid background in general 
education as undergraduates and encourage continual re- 
training in specific job skills over the rest of a lifetime. 

Levin and Rumberger (1983) support this argument for. a 
different reason. They assert that despite the current ap- 
peal for investment in high-technology programs, most jobs 
in the new economy will not require high levels of skill, 
and,:.therefore, '*the general educational requirements for 
creating good citizens and productive workers are not 
likely to be altered significantly by high technology'' 

(p. 12). ^ 

This argument presents a fundamental dilemma for state 
government and its institutions. From the perspective of 
long-term educational planning and the heavy investment , 
states have already made in supporting the liberal arts and 
sciences, this approach is eminently defensible. But as 
governors volunteer to beef up the job preparation side 
of higher education and students' interest shifts to these 
areas, state education officials are hard-pressed to argue 
for a reliance on higher education's traditional core. The 
stark fact is that what might be good for economic revitali- 
zation may not be good for preserving traditional higher 
education. 

Finally, a society that expects to undergo many of the 
changes predicted in th^e new information economy should 
also be aware that technical workers will not be the only 
group needing continual education and retraining. Those 
who administer government programs, those who deal with - 
social problems, those who deliver health care, and those 
who educate the nation's children will also need opportuni- 
ties for professional growth. : 

Conclusion 

This summary of the five issues is not intended to provide 
easy answers to how we are preparing pur citizens for what 
kind of society. Rather, it is intended to present some pro- j 
vocative arguments about what role education and training 
might play in shaping the nature of skills needed in the 



workplace. Educational policy makers may choose lo draw 

one of several conclusions from the arguments presented. 
. First, they may choose to worry less about long-term 

implications of education and training policies and concen- 
trate instead on getting people jobs by arming thcni with 

marketable skills, Unencumbered by state policies and 

statutory requirements, colleges would be free to assess 

the needs of business and industry and develop appropriate 

education and training programs. 
Second, they may choose to believe that ''.education can 

have little impact on the kinds of jobs available'' (Kuttner 

1983, p. 70). Because the real problem is the supply of 

good jobs rather than the supply of good workers; ''an 

emphasis on education and training will make the work- 
force even more frustrated than it is now" (p. 70). 
Third, policy makers could choose to rely on the desires 

of the labor force to determine how much and what kind of 

training to provide. As long as workers are willing to take 

courses or sign up for education and training programs, 

then Ih^y must be perceiving some benefit from them. 

**Ma: overeducated Americans may choose to accept a 

sharp break between schooling and work, viewing their 

education as more an item of consumption than as an in- 
vestment activity" (Freeman 1976, p. 24). If work isless 

interesting, people may look more to leisure activities, 

such as education, for the personal satisfaction and^sense 

of accomplishment that jobs used to offer. 

Fourth, educators may recognize that the apparent deep 

structural problems ia the economy have no short-term 

solutions. They may choose to continue offering education 

and training programs to reduce unemployment and supply 

businesses with skilled workers but also to engage in con- 
\ certed efforts to improve the quality of worklife. For state 
Ahigher education officials, this effort might involve more 

closely aligning themselves with state economic develdp-o 

.ment strategies. State policies can encourage the develop- 

rr|ent of alternative work settings, such as worker-owned 

and -managed cooperatives, that allow workers to have 

greater say in how jobs are structured and how technology 

is lipplied to those jobs^tMackin 1983). College and univer-. 
Vsii^ staff nriay choose to build upon the cooperative rela- 
; tionships they have developed with local businesses and 

indiistry to go beyond discussions of immediate program 
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needs/Educators concerned about these structural prob- 
lems should consider what could be learned by including 
workers in discussions about job training with local busi- 
ness leaders. For educators, the issue of retraining adults 
throughout their lifetimes is more than simply helping 
workers skip from job to job as the world changes around 
them. Our economy might be revitalized in the short term 
by providing business and industry with narrowly trained 
workers, but educators can strive to help make fpra con- 
tinually vital economy by encouraging policies and prac- 
tices that allow people to grow and develop in all aspects 
of their lives, including the workplace. 



STATE ROLES 



This chapter has Ihc dual aim of summarizing Ihc other 
: chapters and developing a generalized framework for 
thinking about the various roles that states are playing or 
might play in ensuring appropriate educational services for 
adults. The previous chapters presented information about 
how states are currently dealing vyith four major areas of 
concern about lifelong learning — defining appropriate roles 
for the multiple providers of the Learning Society, provid- 
ing access to educational opportunities for adults,, ensuring 
quality, and revitalizing the economy through education of 
the workfoi'ce. This chapter weaves the woof across the 
warp laid down in the earlier chapters. The fabric of slate 
roles in lifelong learning is made up of the concerns to be 
addressed (the warp) and ways of dealing vyilh those con- 
cerns (the wooO- The conceptual framework developed in 
this chapter is concerned with classifying and illustrating 
the v.ariolis ways in which stales.can address the issues or 
concerns that are surfacing as we move into the Learning 
Society in which most of society's people are learners and 
many of society's organizations' are providers of educa- 
tional services. - 

This report has not attempted to determine the most 
typical state reactions and concerns about lifelong learn- 
ing. Rather, the goal has been to determine the range of 

- possible responses and to place them in a conceptual 
framework that would be helpful to state and educational 
leaders in thinking about their options. 

Slate governments, particularly higher education coordi- 
nating and governing boards, find themselves immersed in 
! adult learning, not so much by choice as by virtue of the 
issues raised by the movement that require state-level at- 
tention^ Issues are arising because of: 

1. the proliferating number and variety of providers of 
adult learning services and the concomitant blurring 
of functions between those providers; 

2. the increasing gap between those with little education 
■ and those who have more and want more still, raising 

concerns about which groups of adults states should 
concentrate their limited resources on; 

- 3. the perceived need for new measures of quality assur- 

ance to asseiss the new kinds of progra^ms designed to 
fit the unique learning needs of adults; 




V^Adidt Learning 





4. the shifting emphasis of job ^ruining programs from 
youth to adults, because adults will constitute the 
bulk of the workforce in need of new training to meet 
the changing needs of business and industry. 



. In some instances, jgovernors and legislators have 
come directly involved in these issiles, particularly in job 
training initiatives, regulation of off^campus centers, and 
tuition-waiver programs. But even in these cases, the state ^ 
higher education agency is usually assigned responsibility 
for administering the program or enforcing the regulation. 
How each state higher education agency approaches the 
issues raised by tlie i^dult learning movement depends on 
numerous factors: the philosophy of its leadership; the 
statutory authority of the agency's board; the demographic 
characteristics of the state's population; the history of 
support for public higher education; the nature of4he ' , 
state's industries and condition of its economy; and the • > 
extent to which its colleges and universities are into the 
' business of seVving adults. Such relianc^ on individual 
state circumstances makes generalizations about appropri- 
ate state roles impossible. Nevertheless,! what can be 
gleaned frorn analysis of the information igathered in this 
monograph/is a better underslaading of t^e options, placed 
in the context of the concerns about lifelong learning. 

The conceptual design forlh^s analysisjis three-tiered. 
First, for , any given issue, the state can take one of four 
approaches: (I) It can take an essentially hands-oflf or.laissez- 
. faire stance; (2) it can offer encouragement to aduUs to, 
learn an/l to providers to offer appropriate services*, (3) it 
can intervene to actively promote access or. regulate qual- 
ity; and (4) it can offer services or. support directly. 

Second, having arrived at an appi^oach (either directly or " 
by default), methods must be chosen to implement it. The * . 
methods from which the state agency can choose are typi- , ' 
call y /those functions for which it has responsibility— for - ;| 
example, planning, coordination, budget review, program ^ 
.evaluation and approval, data collection, and development 
of policy recommendations. Finally, these methods can be 
further broken down into activities anc| policies that put 
the approach into action. Policies provide a procedure for ; y; 
making and implementing decisions about the area of con- 



129 




ERIC 



: Ccrn» whereas activities involve special programs or 
actions taken to address a particuli. * situation. 

So, tor instance, if the /,v.s7/c' is who should provide ofT- 
campus instruction, a state may choose to approach the 
'problem through intervention. The method \{ chooses is 
rcgiilation, adopting the policy that it will not support in- 

>siruction olTcrcd more than 30 miles beyond a campus. 

: For each of the four approaches identified in this review 

I'^of the literature is presented a justification for that ap- 
proach, a list of the methods that have been used to imple- 
ment it, and a review of some of the activities and policies 
that have emerged. 

The Laissez-Faire Approach 
Justification 

TWo reasons are apparent for the laissez-faire approach. 

f First, a state may consciously choose a hands-off philoso- 
phy based on the beli^cf that the state has no role in encour- 

5 aging adult learning or interfering with college and univer- 
sity activities. Over time, the argument goes, adults will 

: -act in their own best interests and will seek the right kinds 
;of learning services to meet their needs. In addition, the 

: laissez-faire approach assumes that institutions will act 

: responsibly in meeting those needs. In short, one justifica- . i 

tion for the laissez-faire approach lies in the belief that 

^letting the free market prevail will bestserve the interests 
of {idiilts and providers. 

v: Second, stalciujiay have no involvement in an adult 

"education i^e because nothing is happening to force them 
j^k^'Posit ion . This situation might occur when the 

:;|^ate agency is uriaware o^ - 

f^ authority to do any^ning about it, cannot afford the staff 

? time or resources ^tb address if, or simply would rather not . 

^become invo lved! 

Methods and activitieskpolicies ' ^ 
1 The iaissez-faire appifoach requires no implementing 

0 methods or activities/i^jsjdLe^bsence of implementation 
3; that makes it laissez faire. Most"\aissez-faire approaches 

1 appear to be the result of no dedsion rather than a con- • 
l/scious decision not to get ihvol>/ed. Yet many states seem 

B to have established limits regarding how far they will go in j 

B ■ ■ — ■ \ — - 
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entering an is«uic» For example, with regard io jkoviden, :i 
many slates involve themselves in issues concerning rela- 
tionships among formal educational institutions, but few y 
arc involved with relationships between higher education | 
and business/industry, professional associations, unions, or | 
community organizations. With regard to access many : j,| 
states have worked to remove policies that discriminate 
against adults, but none have gone so ftir as to identify ^| 
adults per se as an underrepresented class in need of equal | 
opportunity programs. With regard to quality, states have ,^ 
involved themselves in program review but, with a fcv^ out- 
standing exceptions, -have steered clear of taking positions | 
on so-called nontraditional approaches to the granting of 
credit. With regard to economic reyitaliziition, many states 
are initiating and funding job training programs, but they | 
delegate provision of those services to colleges and schools; | 
. All stktes have adopted the hands-ofT approach to at 
least some issues, and many states practice this stance | 
with regard to all issues. Some states have done nothing or i 
almost nothing abput defining an ilppropriate state role;in ; | 
lifelong learning. Evidence for this assertion is found more Si 
in the absence of any mention of adult learning policies in :S 
stale documents than in considered judgments ^bout ap- 
propriate state roles. For the most part, the needs of adult v i 
learners have not yet been separated from the needs of | 
traditional students and are therefore unlikely to appear in -jS 
need of resolution,: 

Encouragement 

Justification S 
States may decide thai the best way io approach concerns || 
about adult education is to encourage adults to learn and io''% 
encourage providers to respond. While the state lakes no . 
direct role, it supports the efforts of others to get involved,: J| 
It is in the interest of the state to have a citizenry of life- | 
long learners, but the state can best promote that end by ' 
playing the role of facilitator and letting others provide : g 
direct service and support. 

Method: Planning and setting goals . !S 

The iTU)st comprehensive planning and goal setting on ad»j|i{| 
education have been undertaken by the New York Re- vIp 



gents, whose goals for adult learning chart an aiVibitious 
course of comprehensive planning for the year 20()0. Many 
other states have studied and made recommendations re- 
/ garding various aspects of adult education. The planning 
/ documents seem to strive for a balance between enhancing 
opportunity for adults and maintaining standards of 
quality. 



Method: Collecting and dissemtnating data 
l> Many. states have collected data and developed projections 
; on adult education for a specific report. Most states have ^ 
r also assessed needs in some way. But.few states identify 
J important data elements that they wish to track on an on- , 

going basis. 

One exception is Ohio's annual survey of noncredit con- 
tinuing education offerings, which allows state officials to 
re analyze the distinctive markets beirtg carved out by Ohio's 
J 15 postsecondary institutions. Another exceptibn is New 
/ York's **Plan to Learn'' campaign, which attempts to make 
I. adults aware of the importance of learning, the extent of 
?; present participation, and the variety, quality, and accessi- 
: bility of learning opportunities in the state. 

■.Method: Creating incentives ... 

i:^^ States are beginning to create inducements to encourage 
adults to learn and providers to pffer services. Frequently, 
^ they are no cost or low cost to the states, but in other • 
ft cases, the question is how fiinds are handled; 
g ; Massachusetts, for example, offers degree-granting au- 
^ thority to educational operations founded by businesses 
I'; and corporations (under specified conditions). Providers 
y now qualifying under t^ese terms include a hospital, a 
S; ' manufacturer of computers, a consulting firm, and a bank- 
f ing institute. . ^ 

^ ; Most states otfer tuition-waiver programs for older adult 

learners, although one might dispute the extent to which 
|i>.these programs act as inducements to participate. States 
|:lthat fund fee waivers are providing an incentive to colleges 
l^to develop programs that will attr^act older learners, 
piwhereas those that do not count students whose fees are 
Ifjwaived in PTE students are discouraging such initiative; 



Some states ^ 
have done 
nothing or 
almost 

nothing about 
defining an^ 
appropriate 
state role in 
lifelong 
learning. 
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Method: Promoilnfi local cooperation 

While many states may hope that local providers will coop- ; |; 
erate, few have actively launched programs to encourage 
cooperative arrangements' Ohio, however, is one example 
of an all-out cHbrt to promote cooperation between institu- 
tions of higher education and local businesses and indus- 
tries. Promotional methods include workshops, a news- 
letter, brochures, tuisk forces, and. data gathering. The re- 
%\om\ Work and Learning Councils established by the 
Board of Regents provide a structure for continuing ex- 
change of information among educational institutions and 
the business community. 

After considerable discussion, Vermont established the*' 
policy that planning for adult part-titne learners should be . j 
done regionally and locally'rathcr than statewide. To imple- ;^ 
ment the policy, Vermont established regional councils and f- 
created a task force to promote regional cooperation. 

Method; Establishing task forces 

Many-states have formed task forces to bring visibility and , 
possibly resolution to issues of adult'education. Often, 
recommendations from task forces appear later as spon- | 
sored legislation. ' 

Iowa's Coordinating Committee on Continuing Educa- 
tion, for example, has task forces active throughout the 
year, with membership appropriate to the goal of each task g I- 
force. Recent task forces have dealt with experiential 
learning, use.of media in higher education, noncollegiate- , li; 
sponsored instruction, and mandatory continuing educa- ;| 
tion (Bing 1982, p. 16). 1 

Utah's master planning task force for continumg educa- .^j 
tion/community service has made recommendations to the : | 
Utah Telecommunications Authority and the state legisla- || 
ture promoting the increased use of distance learning techrg| 
nologies. 

Method: Sponsoring conferences and seminars 
As part of an effort to enhance adult learning services, ^ g 
eigh{%ducation groups in Colorado with separate but rer^^^ 
lated responsibilities for adult education came together for || 
a two-day working conference in September 1981. Theg ;, ;|^ 
participants reviewed the findings of a statewide survey on^j| 



important issues related to adult education and generated 
Ideas lor solvitfg the challenges they presented. 

Kansas field two ^Mutures invention'' workshops to de- 
velop goals lor statewide adult education and to devise 
strategies For achieving those goals. One of the outcomes 
of the workshops was submission of a resolution to the 

legislative Educational Planning Committee to serve as 
the basis for further legislative response to the goals, 
' Wisconsin's tradition of professional development op- 
portunities Ibr stalTof its vocational/technical and adult 
education institutions includes a leadership seminar for 

:;hcw or pQtcntiid supervisors, coordinators, and adminis- 
trators. 

Intervention 
Justification 

A higher education agency can justify intervention in adult 
education issues. because, as a state-level body, it has an 
interest in promotmg,the most elTicient and effective use of 
public resources and protecting its citizens against fraudu- 
: lent or shoddy educational practices. Some issues will 
inevitably need resolution, and a state agency, more than 
, any other party, can mediate a balance between statewide 
interests and individual justice. Resolving the issues may 
involve low-, medium-, or high-level intervention. 

Method: Delegating responsibility for coordination 
In this low-level form of intervention, the state seeks to 
avoid costly duplication among and competition between 
providers. A distinction is made between the promotion of 
local cooperation discussed under encouragement and the 
y. coordination discussed here under intervention. The latter 
' results from a decision to intervene by requiring coordina- 
tion and assigning responsibility for it, whereas in the ' 
former, the state simply establishes the conditions and 
"Creates the incentives to encourage cooperation. 

Planning and coordination between providers must take 
place, bu^t it is best done locallytor regionally. The state 
establishes who or what the local planning mechanism will 
be. Kentucky, for example, makes its state universities 
responsible for extended-campus coordinating districts. 
California and Illinois let community college districts and 
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neighboring scliool dislricis (Iclcrminc between llicmsclvos ^ ^ 
• wlm will oiler adult basic education, within ccrtait] param- 
eters established by the state. And undcr a new Arizona 
law, providers of vocational education must coordina(c 
their planning under the leadership of a con^munity college | 
district. 1 

' Method: Centralizing coordination 
In this medium-level form of intervention, the state seeks 
to stave off disputes between providers bclbre they happen 
by retaining responsibility for planning apd coordination at j 
the state lev^:l. 

With the increased application of telecommunications 
technology for educational purposes, several states have 
established **watchdog'' commissions to oversee this field. 
While other educational delivery issues may be amenable 
to local resolution, courses delivered by televised/ audio, r 
or computerized methods cross all local boundaries an(jl 
become state-level (if not national) issues. Rhode Island's ■ 
Higher Education Television Council was founded to coor- ^ 
dinate the activities of all public and independent colleges, 
universities, and qareer schools as they develop tele- . ' : 
courses, for distribution through cable television com- : j 
panics. The Idaho legislature mandated centralized man- i 
agcinent of the staters tfiree public television stations, 
which had previously been administered at the three host 
university campuses. 

As a result, many states have settled on a mediated ap- 
proach to resolving issues arising at off-campus centers. 
These states have found local resoluttbu unworkable, but / 
they also hesitate to establish rigid rulesHo govern all situa- 
tions. Instead, the state establishb|.a process for approving 
off-campus and out-of-state prog^rafns and judges each case 
on its merits. In Virginia, fof example, all out-of-state insti- 
tutions must seek the approval q('the State Council of 
Higher Education to operate in the commonwealth. 

Method: Regulating provider^ 

In this high-level form of ifitervention,.the state establishes 
clear rules of the game and monitors institutional compli- 
ance with those rules. Because the state has broad author- , 
ity over education, it can demand accountability from . . | 
those who offer educational services. While the lines be- ; V!) 
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twecn lhc\ri arc nol lolally clear, some stales' approach to 
resolving issues arising at olV'Campits centers goes beyond 
ccntrall/ed coordination to rull-scalc intervention, 

The comprehensive policy established by the Illinois 
Board of Higher lidiication probably crosses over the line. 
The policy sets forth goals, establishes cilteria for ap- 
proval, requires annual reports from providers, and allows 
ibr the board's periodic review. Texas took a less direct 
tack at regulating ofl-campus activity; The legislature sim- 
ply reduced funding Ibr those centers based on the amount 
of instruction taking place outside an institution's campus. 
Thc^tatc also requires accreditation agencies to conduct 
separate evaluations ot'branch campus operations of inde- 
pendent institutions. Alabama has reduced ofl-campus 
offerings by 70 percent after the Commission on Higher 
Education was gi\'en statutory authority for review and 
approval. ' 
; As resources become scarce and institutions become 
more resourceful ii) finding ways to serve adults, states are- 
increasingly penurious about what kinds of instruction are 
worthy of state;support, Maihy^statcs have established ' • 
across-the-board policies about what is and is not eligible 
for state subsidy. Community college courses seem partic- 
ularly subject to regulation, and most slates now disallow 
;any state support for courses of purely *'avocational/recre- 
ationar* purp(||;e. 

Direct Support and Servi.ces 
Justificatiofr^ '<i^ ^ 

In some instances, it may be more advantageous to offer 
an adult learriing service statewide rather than locally. One 
;slate-level program may be less expensive than many local 
programs of^similar nature; one state-level program also 
offers comparable service to adults no matter where they 
reside. Adult education opportunities should be expanded;^ 
but rather than have institutions reallocate existing monies 
Itbfund those services, the state can. appropriate the money 
[directly. 

i^"'? ■ » 

il^ethod: Funding programs directly 

|rhis approach is the most direct^ne a state can take to 

^aiinch jobirainmg programs. Community colleges have 

i^jpng been irt the business of job training, but the time it ■ 



takesihem to respond to a proposal is constrained by pro- 
cedures for program approval. They lack necessary finan- \ 
cial carrots to draw in the cooperation of business and y 
industry, and they may have different ideas than state offi- 
cials about what industries 'they should be training people 
for. Twenty-seven states have decided to enter more di- r 
rectly into job traiining programs in the hope that their citi- 
zenry can be better prepared to work in high-growth indus-p 
tries and to offer alternative skills to people who have been i 
displaced from theirjpre^yious jobs. Four states have cho- 
sen to appropriate funds directly to statewide distance 
delivery programs. They include the Indiana Higher Edu- ' 
cation Telecommunications System, Kentucky's Telecom- 'i[ 
munications Consortium, the LEARN/Alaska Network, rj, l{i 
and the University of Wisconsin-Extension's Instructional! f: 
Communications System. ^'^ — ^ 

■ ' . ' ■ * } i 

Method: Establishing statewide programs I 
New York's Program on Noncolliegiate Sponsored Instruc-^ 
tion began in 1974 as a pilot program to evaluate 102 . 1 ^ 
courses taught by corporations. Today its catalog contains £i 
over 4, 500 courses assessed as worthy of credit that can be^^ 
used toward requirements for the New York Regents' Ex/|| 
ternal Degree Program.' j / 

Several statewide distance delivery programs have beenp| 
'^de^eloped through cooperative efforts of public institu^ /^j^l 
tions. For instance, the Kansas Regents sponsor a Contin-;iftj 
uing Education Network— TELENET— for the state's pro-^^j 
fessionals needing continuing education credit. ;|| 
The Statewide Testing and Assessment Center in New ' p 
Jersey was established to facilitate the awarding of coilege?;^| 
credit for adult learnijig regardless of where or when that h\ 
learning occurred, % 
When federal monies for educational information centers^ 
ran out, many states were forcedjo give up the Business ofil^ 
providing information and guidance to adult learners. But .'| 
Indiana has m^e its information service, the Training andl| 
Education D{fta Service, into a freestanding,' not-for-profitsy^ 
. corporation. The data service got its; start from sponsor- s;,| 
,ship by the governor's office and five state agencies; Simi-||| 
larly, the Regional Learning Service of New York, startedl| 
with grants from foundations and federal agencies, has ; 



i||become-an independent inform ' ' ! 

Igserving adults thrdujghout the^state. ^ 

f Summary . / 

; Although the purpose in conducting this study was not to 
j ; determine the frequency or popularity of various state 
: : roles in addressing the new concerns arising in lifelong ^ 
: learning, some'general impressions have been formed ~ _ 
' about preferred state roles. 

J! Overall,, ^'Aicowr^i^^mieAir is the most extensively used ^ 
i||approach, particularly for improving access. D/r^cr ^//p- 
riypori and services is another approach to improving access 
|| for w^ich several examp^ 

palso the basis for niany efforts at economic revitalization. 
||^A number of states have chosen intervention to deal witW 
|||issues of educational providers and quality assurance, gen- 
|§erally.inTeiation to activities at off^campus j 
IV-' iThe activities chosen b^ 

I^Lifeiong Learning Prcjecrprbvide ah^^^ - 

pihbw sta,tes see their role{when given visibility and rhodest 

||fiH!ancial support to provide leader 

II^EacH state was given wide leeway in choosing how to^^^ 

|j|harice adult learning services in their state, with the h^ 

p;,tfet ''new 

p providers of adujt learni^ 
||aTid Hilton 198^^ 

||reveals that every activity engaged in by project states falls < ■ 

||under the category of encipuragement. Five of the six 

^iStates.conducted surveys, numerous conferences and 

p|workshops were convened, several task forces were es" 

||rtablished, and three states monitored or proposed relevant 

giJegislation. No state sought to increase its intervention or 

Uneven to tackle the problems that lead to the need for inter- 

aj^yentioh. When ''enhancing adult learning'' was. determined 

Ifitd be the goal, these states saw their role as providing sup- 

||:port services to help make it happen. <i 

It seems likely, for the next decade at least, that this is 
II where the potential for state leadership in adult educat 
||;lies^AII states could profit from having bet 

llj about who is providing learning services to adults and ' * 

liabbut what adult learning lieeds are and are not being met. 

|i?Greater emphasis at the state level on planning for adult ; i 



learning may offer institutions a clearer sense of direction M 

about the state's commitment to these learners. Establish- m 

ing local mechanisms today for resolving issues regarding '| 

providers may preclude the need for state intervention in | 

those issues tomorrow. Convening state-level task forces \ 
to monitor developments in such fields as telecommunica- 
tions technology offers a more cost-effective approach than 
letting each institution struggle to keep abreast. And as 

more, varied providers enter the picture, states may find [ 

themselves less and less able to regulate or coordinate | 

services to adults. Instead, they may find their biggest ' '| 
contribution to be helping to publicize services available to | 

meet the needs of adults and then helping adults find the , ;1 

best services for their needs. | 




\ APPENDIX A 

^ NEW YORK STATE GOALS FOR 
ADULT LEARNING SERVICES BY THE YEAR 2000 

/ The Goals are written in the present tense to emphasize that they 
"fare to he considered from the perspective of the year 2000. Each 
Goal is preceded by a needed change in direction. 

The basic question in every case is: What must be done at the 
State, regional, local y and institutional levels to be sure that the 
Goal is achieved? 

Goal #1: The Public Interest in Adult Learning in 2000 

Public policy assures that learning opportunities are available to 
; I all adults regardless of age, sex, physical condition, racial and 
; ethnic background, economic and social status, intellectual abil- 

ity, and learning style. Learning by adults is a natural continua- 
1, ; tion and an integral part of all life experience. Anyone capable of 
?; I'learning may acquire knowledge and/or skills at whatever pace is 
r appropriate in an environment compatible with individual need 
i and background. 

This public policy is reflected in the allocation of public funds 
■f for the education of adults and the provision of supporting com- 
V munity services. It assures that adults are actively involved in the 
v ,: planning of learning services and have wide choice of services 

that best meet their learning needs and styles at each stage of life. ' . 
fp^Special efforts are made to develop educational o 
l^fi-attract and help those who experience difficulty in learning, 
f ^ in the area of the core skills it is in the public interest that all 
^iJj^^^ adults achieve minimum levels of competency. Oppo 
1^' achieve the core skills is, therefore, provided without charges ~^ ^ 

The Board of Regents periodically defines what constitutes the 

core skills and the standards and measures to be used in assess- 
i ' ing their attainment. They make provisions for educational s 
r: " vices needed to help attain the core skills knd they determine 
? what is to be done to help individuals who cannot achieve mini- 
;^ mum levels of competency in the core skills because of handicap- . 

ping conditions but who want educational or employment ojDpor- 
. , tunities. \ 
^ ; In the area of vocational skills it is in the public interest that \ 
( business and industry have a pool of ad^equately trained ai|d well 
f ; educated individuals to meet their needs and to make them better. • . 
i'. able to compete effectively in national and world markfets. To ' 
ii , create this pool, various forms of public funding are provided to 
?[ 'Individuals in need of access to educational, training, retraining 
iii/i and upgrading opportunities in fields in demand by business and 
fi): •industry. . 
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It is also in the public interest to assure that all persons have ; 
th% opportunity to acquire competencies in the liberal arts and, ,^ 
sciences. Arrangements for educational services and financial 
support assure that these opportunities are available regardless 
of age, work or family resporisibilities, or ability to pay. 

It is also in the public interest to assure that all persons have 
the opportunity to acquire comp^jleHcfes in the liberal arts and ^ 
sciences. Arrangements for evJucalional ^iervices and financial 
support assure that these opf)ortuniiies are available regardless 
of age, work or family responsibilities, or cibility to pay. 

In addition to the diploma and degree 5>rograms usually asso- 
Jciated with core, vocational, bdCCalttUVtate, and graduate studies, 
the vitality and quality of life in a State like New York require the ; 
availability of a wide array of less formal, usually noncredit; 
learning opportunities and the library and museum collections to ^ ^^^^ 
support such learning. The most important public contribution tbii^ 
this availability is the support of such institutions as libraries, . >|| 
museums, public radio and television stations, and other educagi:||j|| 
tional and cultural resources. In addition, the public interest niay|J;| 
justify support for specific opportunities. ^ i 

Goal #2: Learning Communities in 2000 

Communities actively encourage learning and use education ^9 vl|||| 
enrich the lives of all citizens and, help solve community prpb- ||| 
lems. Learning opportuiiities are provided at many locations to :¥| 
take into account the convenience of learners and thie efficient 
use of all community facilities, including schools, cof leges, li- 
braries, museums, shopping centers, work sites, and other placesj 
where adults congregate. Many providers offer programs in a 
wide variety of locations and settings; for example, colleges offer | 
programs in high schools, museums, shopping centers, and work 
places. There is increased sharing of sites; for example, . a hig|iiu;i *:j| 
school, a college, a BOCES, and a health service all offer prpr;; 
grams at a public library or community center>.Support services; ;f:r| 
such as childcare, counseling, and health and social services are 
also offered at many learning locatioir^ Increased public trans- 
portation facilitates access in both urban and rural areas^ ':M 
The home is an increasingly important learning site, and there 1|| 
is increased attention to the family as a learning unit. Through ;;||| 
various media,'including.computers and television, information :;|| 
and instructional programs are available at home and work. Pub-^!| 
lie policy encourages the use of media to support learning. ;:|| 

Goal #3: The Timing of Learning In 2000 || 
* Adults pursue learning continuously throughout life. The concept|| 
of lifelong learning is fully accepted. As a result, credentials, ■:::-M 



kI when used, recognize accomplishments to date and not the end of 
learning. Scheduled learning activities take place at times gov- 
erned by learners' needs through such arrangements as short- 
' term offerings, modular learning packages, and flexible schedul- / 
\ ing. Flexibility is the norm rather than the exception. / 
Learning is recognized as an integral part of most other life 
activities. For example, at work, employers provide educational 
■ opportunities. Such learning is regularly recognized in educa- 
i tional assessments. At times, periods of study alternate with 
periods of work. Use of technology further frees adults from time 
constraints in their pursuit of learning. 

Goal #4: The Providers of- Adult Learning in 2000 

A competitive marketplace of educational providers sufficient to 
meet the needs of individuals and society is ensured through 
\ adequate financing of adult learning (see Goal 8) and, minimum 
p regulation consistent with quality assurance, consumer protec- 
tion, and accountability for public funds (see Goal 6). Unneces- 
' sary duplication of services is minimized primarily through vol- 
] untary collaboration among educational an'd service providers tti 
I ' each community. Collaboration between educational providers, 
I providers of other human services, and business and industry 

assures that quality services are provTSed at varied locations and 
iL at convenient times. Collaboration, is encouraged by public incen- 
tives and the Recognition of the mutual advantages that responsi-| 
ble collaboration brings. . 
All providers seek to develop the capacity of adults to direct 
I ' their own learning and to share their learning with others. 
t.^ ^ In delivering services, providers employ qualified people, some 
^ ' of whom teach a"s a profession and have special competence to 
help adults 4earn and use all resources, including those made 
accessible through technology, and some of whom are employed 
because of competence in their own vocational area or other 
areas of specialization. 

The Board of Regents determines which institutions are eligible 
for State and Federal funds to provide core skill instruction to 
persons beyond the age of compulsory school attendance who 
lack the core skills and choose not 16 attend.their designated 
public school. Public and private institutions in each region may v 
compete for eligibility, and one or^more institutions, depending \ 
on community need, may be selected. Selection is based on a 
variety of factors, including the measured achievements of adults 
who have been previously served by an applicant. There are . 
provisions governing funding of services to promote efficient • 
achievement of intended outcomes. Funding is a shared Federal, 
State, arid local school district responsibility (see Goal 8). 
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Students, in consultation. with counselors, may choose among 
authorized providers. ' 

.. . ■ y, "■■ ■ : -■•■:^^y't''y^^ 

Goal #5: Information and Guidance Services in '2000 ^ 
Learner-oriented information and guidance services are available 
at convenient times to assist adults with personal, educational, , 
job, and career planning. Services are well publicized. A State- 
supported network of education information centers provides 
certain basic services without charge. The centers and cooperat- 
ing agencies: 

a. Offer services to all individuals in each region at times and 
locations convenient to all segments of the community. 

b. Maintain current information about. available educatioiial 
and support services, including social and job placement 
services'. 

c. Create public awareness of the availability of these services. 

d. Make special efforts to reach and serve people, who do not 
perceive the need for education as a \vay. to' cope with per- 
sonal problems or who experience special difficulties in 
gaining access to learning opportunities. - j 

e. Enable learners to make discriminating use of all forms of <^ 
information about education, including.the opinions of other^; 
learners about the programs in which they have participated;?! 
(see^Gbal 6),. I 

f. Serve as advocates for individuals in relationships with ' ,3' 
providers.-* - ^ r{ 



Goal #6: Quality Control in 2000 

Informed choice by consumers and government regulation are . f 
complementary means for assuring quality of providers a'hd-their^: 
programs. Consumers with full information abou^ programs and- ^,2 
services are able to determine which programs ahd services con- A 
tinue to be offered (see Goal 5). The Board of Regents, the State i| 
Education Department^ other governmental agencies, service < j 
providers, and voluntary associations share with adult learners 
responsibility for quality control a.** follows; y 

Adult learners: 

1. Use the information available to make choices about their 
own learning requirements and the best means to achieve. ; /I 
them. * ' ' 

2. In their decisions, examine alternative providers and pro- ^; 1 Jj: 
grams, and weigh carefully the factors that differentiate ; 

• among alternatives, including the relationship between price]! 
and quality.; ' : :J\ 



::3^ Inform appropriate voluntary and governmental agencies of 
: provider violations-of-standards-or prescribed procedures. 



• State Education Department: - 

1. Determine categories of providers subject to regulation, 
including providers offering substantial programs and those 
that use public funds or offer credentials recognized by the 
State. 

2. Set minimum standards for achieving acceptable levels of 
quality and determine which providers meet those stan- 
dards. Providers that do not meet the minimum standards 
are not eligible to receive public funds and may be prohib- 
ited from operating. 

3. Set standards for information to be supplied by all providers 
and enforce those standards. 

4. Obtain data on achievement of institutional objectives and 
on assessment of provider services, including those of v6l- 
; untary accrediting associations. 

5. Establish procedure for systematically obtaining the opin- 
ions of learners regarding the courses and programs in 
which they have participated and make that information 
available in an appropriate manner to the respective pro- 
viders and other learners. 

; 6. In cooperation, with other governmental agencies, protect 
■ consumers against misrepresentation and similar abuses. 

f Providers: 

: ! . Establish and publish procedures for assuring the quality of 

their services. . . " 

\ 2. Provide prospective students with full information on„all 
matters afifecting their educational programs, including fi- 
nancial arrangements. 
, 3. Maintain staffs qualified to perform in accordance with their 
own stated goals and policies. 

Voluntary accrediting and other 
associations: 

1. Assist providers to maintain and improve quality. 

2. Inform the public concerning the standards they apply in 
judging quality. 

3. Assist the Education Department and other public agencies 
in identifying providers that fail to meet the standards of 
quality. 
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Goal #7: Assessment of Learning Outcomes in 2000 
Individuals may seek assessment of the. results of their learning \<. 
efforts from specialized assessment agencies at any stage of their , Ij| 
educational development. They may use the results to develop,^ 
their educational and career plans and may make them available- , ^ 
to employers when seeking employment or prornotion. The agen- 
cies use many assessment procedures, not only paper and pencil | 
tests, to determine the kind and level of competencies achieved. 
The competencies to be measured are developed with the in- ■ v 
volvement of employers, educators, government, and the public, • ;; 
and may be acquired through formal or informal learning or ^ 
through life experience. Learners may have assessment results 
recorded in a national credit bank. 

Comparable study'undertaken anywhere is given comparable 
recognition by both educational providers and others who use the , 
results of the assessment. For example, degree-granting institu- ' ;i 
tions give credit for comparable work resulting from instruction , 
sponsored by business, labor, the military, schools, orcommu- ' , 4i 
nity organizations. Credit is always given only for competencies 
achieved, not for experience or participation in a course or other ;| 
activity. , ' j| 

Goal #8: Financing Adult Learning in 2000 
The economic, societal, arid personal benefits of lifelong learning||t 
opportunities are recognized in public poWy. Public financing of 
adult learning is an expansion of the traditional commitment to 
public support of education for children and youth. It is based on) 
the recognitiori that there are social benefits in meeting certain ^ f| 
adujt jearning needs. These benefits include a'ssuranc^e that mostf| 
adults attain competency in the core skills, that there is a trainedj| 
work force to meet the needs of the State's economy, and that'' 
individuals have the education to develop ^s full human beingsi 
and have the capacity to cope with an increasingly complex - ^ 
world. 7 / 

As a foundation for all forms of adult learning from indepen- -, f , 
dent study to formal courses in schools and colleges,-the State 
providbs funding to a broad array of institutions and services, 
including schools, BOCES, colleges, universities, libraries and ; "^'^ 
library systems, museums, radio and television services, informal 
tion and counseling centers, and artistic organizations (see Goal: 6|. 
for provisions deterniining eligibility). Funding levels ensure higM 
quality services to.residents in'all parts of the State. Such institu-^ 
tional aid is used primarily tp build the capacity of institutions tcM 
deliver services, promote. collaboration, and ensure the availabil-|| 
^ ity of essential services. / / 

However, because of the public interest in assuring that all ^^'^ 
adults attain competency in the core skills, certain institutions^ ^ fm 



Igreceive public funds to provide education in these skills free of 
If charie^jo adults h 

i||mines the standards for core skill competency and the conditions 
J||under which f be provided (see Goal 4). . 

tltjlF^jr eclucatiohal levels beyond the core, adults are generally 
If expected to pay far the services they require either from personal 
Ifresources or with help from their employers. However, educa- 
tional funds for which youth are eligible are available to adults on 
■ ah equitable basis. In addition, because some essential individual : 
' and societal learning needs may not be met through private ef- 
i . forts alone, public funds are used to supplement private re- 
/ sources. Such aid is usually provided on the basis of need and is 
yi given in a manner that maximizes the freedom of the adult to 
choose the time, place and circumstances of learning. 

fl^l'GoncIusion , , • ; 

If If the eight Goals are realized, we may find the following changes 
||| in bur society: i 

i * learning by adults is recognized, encouraged, and sup- 
i ported as a matter of public policy. 

• Learning occurs throughout the community at places and 
times convenient to adult learners; - . - 

Ifi v ■ • Providers of services collaborate to assure a full range of 
|?:f:;;. offerings and effective use of res^ • 

• New learning technologies are widely used at home and at 

• All who need instruction in the core.skills receive it free of 

|||:;-v.J:vV^\^ _ ;■■ - _ _ ■ 

ll; ;, Information and guidance seryiqes are readily available, 
informed consumer choice assures high quality services 

fe' a • Appropriate recognition for learning is provided, so that . 
|l; i ^ however achieved, educational accomplishment can be 

If^i'r : vailidated and used for occupational advancement, entry to 

f ifii :; advanced study, or other purposes. / 

|S • Adult learnters and the private sector, provide most of the 

il> : ; support for learning opportunities. 

|r:> Public funding plays a key role in assuring the availability of 

llf ;' ; learning services and access to them. 
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